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FOREWORD 



Have public schools a special responsibility for educating culturally 
disadvantaged children in depressed urban areas? This problem is among 
the most crucial ones facing public education today. In July of 1962, 
educators from twenty-four cities were invited to Teachers College, Co- 
lumbia University, to explore the layers of this enigma at a two-week 
Work Conference on Curriculum and Teaching in Depressed Urban 
Areas. Each school system was represented by a team of two key people 
individuals actively engaged in planning and research in their respective 
school systems and charged with leadership responsibility for educational 
programs in disadvantaged areas. In addition, there were several per- 
sons who, rather than representing particular school systems, participated 
out of personal concern for the problem area. 

The purposes of the conference were to examine the many dimensions 
of education in depressed urban areas and to develop sound guiding 
principles for program planners in city school systems. Participants at- 
tempted to analyze the unique characteristics and roles of the school in 
the urban setting and in urban development; the nature of existing and 
required instructional procedures; the characteristics of personnel and 
material resources; and other aspects of the problems faced by schools in 
depressed urban areas. 

Thirteen specialists in various fields prepared working papers as start- 
ing points of the discussions. The invitations asked paper writers to ad- 
dress their manuscripts to major theoretical and empirical considerations 
of the broad topic and, where possible, to confront participants with im- 
plications for educational planning. Conferees received each paper in 
advance of the session at which the writer appeared to discuss his ideas 
with the group. 

Each participant, either as an individual or as a member of his team, 
reported on local problems and efforts in educating culturally disadvan- 
taged children. The participant-prepared materials, together with reports 
of additional projects and activities under way, bulwarked the specialists' 
working papers. At seven of the twenty sessions, the group heard these 
reports of local projects, shared experiences and problems, and recom- 
mended possible further actions. Mr. Paul Bisgaier, School Program Co- 
ordinator, Mobilization for Youth, Inc., served with me as co-director of 
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the conference. Mr. David Elliott, Research Assistant at the Horace 
Mann-Lincoln Institute of School Experimentation, was conference re- 
corder and summarized the high points of each session. 

This book offers the thirteen working papers plus two additional papers 
that were shared by the group. In addition, some of the highlights of the 
discussions and the ideas which were germinated are included. The con- 
ference was an exploratory one in which problem definition took high 
priority. What emerged from the two weeks of discussion and probing 
were sharper insights and understandings of the dimensions of the prob- 
lem of educating children and youth hi depressed urban areas. The prac- 
tical how-to-do-it-in-a-classroom questions still remain, but guides for 
suggestive solutions are a bit more visible. 

The conference coordinators and participants are grateful to the Ford 
Foundation for its grant in support of the conference and of this publica- 
tion. 

A. HARRY PASSOW 
Professor of Education 

Teachers College, Columbia University 
January, 1963 
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PART I ( 

Schools in 
Depressed Areas 



Figures alone massive as they are scarcely hint at the impact of 
urbanization on all aspects of life in the cities. The 1960 census reports 
indicate that 61.3 per cent of the nation's population lives in the 189 stand- 
ard metropolitan areas. From 1950 to I960, more than 80 per cent of 
the total population increment took place in these areas. For education, 
the more dramatic fact is that almost one of every six elementary and 
secondary school children now attends a public school in one of the sixteen 
largest American cities. Statistics do not depict the physical and eco- 
nomic deterioration of the central city gray areas, the movement of the 
middle class to the suburbs, the transiency and instability of the in-migrant 
families, the concentration and intensification of social problems in de- 
pressed areas. City slums have existed for generations, even though their 
tenants have changed with each migration. Ethnic, racial, and socio- 
economic groups have coalesced in areas of the city, creating de facto 
segregation in the schools even where laws imply non-segregation. School 
buildings in the depressed urban areas seem to house the greatest array 
of educational problems. 

It is in the depressed urban areas that the web of social problems is 
thickest: "crime, alcoholism, drug addiction, poverty, illiteracy, disease, 
unemployment, and broken families are found in city slums in massively 
greater degree than in society as a whole." 1 Typically, the depressed area 
population tends to be a stratified group of predominantly unskilled or 
semi-skilled workers, largely in-migrant, who have moved to the city from 
a rural region. The ethnic and racial composition tends to be primarily 
from the so-called minority groups southern Negro, Puerto Rican, Ap- 
palachian white, American Indian, Mexican, and, most recently, Cuban. 
However, there are other subcultures which are not in-migrant, low- 

1 Office of Education, The Impact of Urbanization on Education. Washington, 
D.C.: U.S. Government Printing Office, 1962, p. 6. 



2 Education In Depressed Areas 

socio-economic, or minority-status whose values resemble those of the 
depressed-area dwellers and whose children do not achieve adequately 
in school. 

The children in the depressed areas seem severely hampered in their 
schooling by a complex of conditions at home, in the neighborhood, and 
in the classroom. Unlike the immigrants of the past, who settled in a com- 
munity for many years before moving to better neighborhoods or to the 
suburbs, the present in-migrants are highly mobile and transient. The 
parents seem unprepared for the perplexities of urban life. Their edu- 
cational level is lower than that of the rest of the urban population; il- 
literacy hits a peak among them. There are, of course, variations among 
subgroups. Because the reasons for migration are usually basically eco- 
nomic, the established cultural and behavioral patterns are different from 
those of the other urban dwellers. 

Although the differences among culturally disadvantaged children tend 
to invalidate stereotypes, certain characteristics are frequent enough to 
trouble the schools. Generally, these schools have higher than normal 
rates of scholastic failure, truancy, disciplinary problems, dropouts, pupil 
transiency, and teacher turnover. Poor health, inadequate motivation, 
malnutrition, lack of personal cleanliness, absence of basic learning skills 
all are found to a greater extent among children in depressed urban 
areas than among students in other parts of the city or in the suburbs. 

The basic problem stemming from the present in-migration, Professor 
Mel Ravitz suggests in the first of the following papers, is how to educate 
and assimilate the culturally different. Reviewing the primacy of the 
school in helping to acculturate nineteenth- and twentieth-century im- 
migrants, Ravitz argues that the schools must again play a leading role. 
Although cultural assimilation affects housing, employment, family life, 
community organization, and government, as well as education, schools 
are a primary element in the process. Specifically, Ravitz advocates mod- 
ern, adequate educational facilities; the development of schools as com- 
munity meeting places for various activities; assignment of the "best" 
teachers to depressed areas; addition of sufficient teachers and counselors 
to enable individual attention to students; more men in the schools to set 
patterns of socially acceptable male behavior; free summer schools; 
teacher-training programs to adapt people to work with culturally different 
pupils. The channels of assimilation education, assistance, and involve- 
ment must all function for success. Professor Ravitz calls for better- 
coordinated relations between educators and government officials. 

The social and educational consequences of economic segregation and 
urban lower-class schools are examined by Professor Robert Havighurst 
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who views growing stratification as a threat to effective education. Pupils 
in a lower-class school will achieve less well, have lower educational as- 
pirations, show less promise, and have fewer opportunities to rise socially 
than lower-class pupils in mixed- or middle-class schools, Havighurst 
proposes teamwork by educators and social scientists to improve lower- 
class schools and to reduce economic discrimination. His suggestions for 
upgrading the lower-class school include enrichment programs at the kin- 
dergarten-primary level; intellectual stimulation and access to cultural 
opportunities at the elementary-school level; talent discovery and de- 
velopment programs; and work-study programs for maladjusted youth at 
the junior and senior high-school levels. Havighurst would have educa- 
tional planners work for all-class or mixed-class schools. Locating such 
schools at the borders of depressed areas might plug the outflow of the 
middle-class by re-creating a center city desirable as a residential area to 
all classes. Havighurst sees the school as taking major leadership and 
acting as a catalyst in relation to the other agencies involved in "social 
urban renewal." 

For some 10 to 20 per cent of the school population aged 13 or 14 to 
1 6, youth who have demonstrated their inability to profit from the normal 
academic high-school program, Havighurst would develop work-study 
centers and provide these pupils with an alternative way to adulthood. 
The emphasis in the work-study centers would be on building the habits, 
attitudes, and skills which would make them employable. For girls, the 
emphasis might be on upgrading their contributions, as adult women, to 
marriage and family living. One danger to avoid is that the work-study 
program might become too attractive and enticing for students who belong 
in other kinds of secondary school programs. 

The central theme of Professor Sloan Wayland's paper is that the urban 
education problems of today are in reality new expressions of century- 
old problems. The crisis arises not from our past deficiencies and inade- 
quacies but, rather, from our past successes and their yield of higher as- 
pirations. New standards and expectations have forged discontent with 
existing school programs; they have stimulated a search for new courses 
of action adapted to the new urban dwellers. Precisely because America 
has succeeded in raising the standard of living for all classes, Wayland 
argues, the contrast between urban depressed and other classes has been 
sharpened. He advises a re-examination of the concepts of social class 
indigenous to small cities and towns. These may clarify our thinking about 
differentiations in the large urban areas. 

Unlike Ravitz and Havighurst, Wayland suggests that the school, in its 
task of cultural assimilation, is circumscribed. The school is only one in- 
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stitution in a much larger structure, strictly limited in its work of helping 
assimilate in-migrants. It can Knfr with other agencies and groups at all 
levels to influence decision making, but a fairly low ceiling restrains any 
single agency. For example, says Wayland, the schools cannot open up 
new job opportunities for minority groups, nor can the schools alone de- 
termine the nature or location of urban-renewal projects. 

Professor Miriam Goldberg surveys forces affecting the achievement and 
performance of children from depressed urban areas. Citing the his- 
torical role of the cities in assimilating newcomers into the American 
stream, Professor Goldberg sees the problems of the urban areas changed 
by the nature and mobility patterns of the present in-migrants. Higher 
school-leaving ages, ethnic-group differences, shifts in employment op- 
portunities for the uneducated and unskilled, and an in-migrant rather 
than an immigrant group are factors differentiating the present central- 
city core-area dweller from the preceding generations. 

The composite portrait of the disadvantaged pupil which Professor 
Goldberg presents shows a child unready for academic learning, either 
intellectually or attitudinally. Schools must ask themselves, "What modi- 
fications in staffing, curriculum, organization, and resources will compen- 
sate for the early deprivations of the children from depressed urban 
areas?" Professor Goldberg prescribes compensatory education, espe- 
cially at the pre-school and elementary levels. Drawing on existing re- 
search and experience from the social and behavioral sciences, Professor 
Goldberg suggests experimentation to test the hypothesis that schools can 
overcome widespread motivational and intellectual unreadiness for learn- 
ing. Specifically, she urges re-evaluation of present programs and prac- 
tices in terms of the present school populations and their environments. 
She cautions against doing ever more of the same and stresses the need 
for controlled research. 

In the final report of the five-year New York City Juvenile Delinquency 
Evaluation Project, Professor Robert M. Maclver declares : 

The school's function is to educate, and, where the family and the com- 
munity fail to provide the social adjustment and the psychological develop- 
ment necessary to prepare the young to receive the education the school offers, 
it must step in to provide it within the area of its capacity. The school is in a 
peculiarly strategic position to perform such a preventive and rehabilitative 
function. 2 

This broad role for the school was discussed at considerable length by 
the conferees, who raised these issues: Should the school play a welfare 

2 Robert M. Maclver, Final Report: Juvenile Delinquency Evaluation Project. 
New York: The City of New York, 1962. 
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role as well as an educative role in the depressed urban area? Is the edu- 
cative role of such a school a welfare one as well? Does the school have 
an obligation to attack community problems which are not directly con- 
nected with its basic instructional functions such as housing, employment 
opportunities, family life, community organization? Primarily, should 
the school determine or reflect society's needs and demands? Can the 
school develop an adequate educational program without resolving, or at 
least dealing with, problems of desegregation racial and economic, de 
facto and de jure? 

Schools in depressed areas are often perceived as "difficult" schools. 
To counteract their high rates of academic retardation, failure, truancy, 
staff turnover, pupil mobility, and disciplinary problems, educators have 
initiated special projects and services. These programs are seen as com- 
pensatory or remedial, requiring greater concentration of specialized 
personnel and cost per child. What effect do programs of compensatory 
and remedial education have on the school system as a whole? Can school 
programs, for instance, affect the exodus of the middle-class to suburban 
and independent schools? If, in gross numbers, there is a large reservoir 
of undeveloped talent in the schools of depressed urban areas, how can 
this potential best be realized and developed? 

The unemployment rate of youth between the ages of 14 and 21 is twice 
that of the labor force as a whole and is even greater among youth from 
minority groups. Dr. James B. Conant characterizes the situation as fol- 
lows: "Social dynamite is building up in our large cities in the form of 
unemployed out-of-school youth . . ." Should a school in an urban de- 
pressed area put greater stress on vocational education than the school in 
the suburb or better parts of the city? Does general education have one 
meaning in the slum-area school and a different meaning in American 
schools elsewhere? When parental support and understanding of school 
purposes and goals are lacking, must the school behave differently than it 
does in situations where there is ambition, parental support, high academic 
motivation? How can the school in the depressed area best open oppor- 
tunities for children at the bottom? How can it attract them to the skills, 
knowledge, insights, attitudes, and aspirations that will help them make 
their own futures? We will move closer to the American ideal of equal 
educational opportunity for all through programs which face and make up 
for the inequalities in potential, aptitudes, and motivations. Success in 
school has been the key to social mobility in the United States another 
way of saying a better living standard for more people than in any other 
country at any other time. 



Me! 
Ravitz 



The Role of the 
School in the 
Urban Setting 



Much has been written about education hi America, especially in the 
period since the Soviet satellite. Actually, of course, the problems that be- 
set our educational system have been with us for years and were not gen- 
erated by any Soviet achievement. The satellite simply dramatized a long- 
standing need to re-examine our educational system locally and nationally. 
This re-examination has been continuing now for the past several years 
and almost everyone considers himself an educational authority of one sort 
or another. 

Any educational system is simply a formal arrangement of social rela- 
tionships, personnel, and equipment to meet the need to transfer knowl- 
edge, skills, and values from one generation to the next. It is the chief 
means by which the people of any community extends its way of living 
into the future; breakdown or inadequacy of that educational system means 
breakdown or inadequacy of the community or society itself. 

It should be apparent that we do not educate our children in a vacuum; 
we educate them in an existing and very real physical and social world that 
at any given moment is capable of only so much knowledge and skill, that 
has certain prevailing values, fears, and ignorance. We educate our chil- 
dren not only in and for a metropolitan community but also in and for a 
national and international community. 

Any educational system always reflects the dominant values and atti- 
tudes of the particular community which it serves. Realistically, teachers 
and administrators cannot be expected to be any wiser, less prejudiced, 
more courageous than the general level of a community. All of us teach- 
ers, counselors, administrators, parents, citizens are responsible for the 
educational system we tolerate and support. By and large, we get just 
about what the majority of us want and will pay for. As our values 
change, so too can and should the nature, direction, and program of the 
educational system change. Indeed, we hold educational conferences and 
workshops to explore some of the significant, current characteristics of our 
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urban community that are provoking changes in our values and that ought, 
ultimately, to persuade us to make necessary changes in our educational 
system. 

One such significant change the launching of the Soviet satellite 
has already been noted. That event brought home to most of us the fact 
that, in our competition with the Soviet Union, we could no longer take 
for granted our scientific and technological supremacy. However, before 
attempting to imitate the Soviet system, we ought to recognize that, unlike 
the Soviet Union, our society is a democratic one which requires more 
than just scientists and technicians to save it. Indeed, a more insidious 
danger is that we shall lose the race to the Soviet Union not because it over- 
takes and surpasses us in the production of technicians or missiles, but be- 
caus we have failed to appreciate and transmit to all our children the ideal 
democratic values in which we say we believe. It is the full internationali- 
zation and living expression of these values which chiefly distinguishes our 
society from others. Among other things, such living expression of our 
values means providing equal educational opportunity to all children, re- 
gardless of race or social class. 

Another significant national and international change that modern 
technology emphasizes is that we live today in an age where time and 
space have become interchangeable elements. This means that we are but 
hours away from anywhere in a steadily shrinking and increasingly inter- 
dependent world. This social, cultural and economic interdependence 
which will become increasingly impressive as our technology improves, 
has important implications for our educational system. An ideology of iso- 
lation or superiority that may have sufficed a century ago has now no place 
in the minds of any of our children. 

A third new international fact of life is that all over our shrinking world 
non-white peoples of Asia and Africa are rising swiftly to positions of 
power and influence. A key feature of this rising power are the many overt 
acts of resentment and resistance that serve as reminders that we do not 
live alone in the world and that some of those whose friendship we seek 
and need for our survival do not view with unmixed approval everything 
we do. What we teach our children all our children, how we teach them, 
under what circumstances, and the goals toward which we encourage 
them are noted elsewhere as the real evidence of our sincerity and in- 
tegrity; these deeds ,and not our smooth words are known and their import 
understood by the colored peoples of the earth as they rise to positions 
where they can be of help or hindrance. So much for these relevant na- 
tional and international changes. 

In describing some of the major characteristics of the local urban com- 
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munity, we may begin by considering a basic physical feature. The gen- 
eralized urban community is composed of three main growth areas: the 
old central core of the city, a large middle-aged area, and the newly de- 
veloped sections and the suburbs. Within the old core area of American 
cities are dwellings generally built prior to the turn of the century. Many 
show obvious signs of decay and obsolescence and require clearance and 
redevelopment. Just outside this core area are the homes in middle-aged 
neighborhoods. These are the homes and neighborhoods in need of con- 
servation and improvement to prevent them from becoming future slums. 
Finally, the third area of the city is the newly developed portion near the 
boundaries and in the suburbs. The new homes in these neighborhoods 
are in good condition at the moment, but they, too, can and will deteriorate 
if they are neglected. 

In recent years, the urban community has grown in an almost fantastic 
fashion. Not only has it increased in population, but this population has 
redistributed itself in the region. It has spilled over the city boundaries, 
and there is a rapidly growing population now living in our suburbs and 
in sprawling fashion beyond them. In some metropolitan areas a majority 
of the population already lives outside the city limits in the surrounding 
suburbs. 

A Mobile Population 

Another obvious social characteristic of the urban community is the 
mobility of its population. The city itself is a result of population move- 
ment from the farms and countryside; that movement from rural to urban 
centers is still continuing. It is no secret that people from the rural sec- 
tions of the South have moved and still are moving to northern industrial 
points, such as Cleveland, Chicago, Philadelphia, New York, and Detroit. 
This movement has been especially heavy during periods of war and war 
preparation; the early 1940's and early 1950's. Many of the people who 
have come have stayed to make these cities their home. Many of these 
people have been Negroes, who, because insecure jobs and generally lower 
incomes and because of formal or informal restrictions elsewhere, were 
forced to crowd into the oldest and most deteriorated areas of the city. 

In addition to this rural to urban mobility, the urban community may 
be characterized by another type of movement: that from the interior 
especially from middle-aged areas of the city to its fringes or suburbs. 
What is essential to recognize about this movement is that it has not been 
simply random, individual, or isolated families who are moving out, but 
rather that one whole category of people is moving out while another 
whole category of people is gradually moving into these interior neighbor- 
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hoods, especially the middle-aged conservation areas. It is to the newly 
developed sections of the city and to the suburbs beyond that this mass 
movement is directed To be sure, some of these people moving out are 
seeking larger or smaller houses, as the case may be, to meet the changed 
needs of the changed family cycle. Other people move because they want 
a more-expensive or less-expensive home, depending on their different 
economic conditions, and depending on their need to "keep up with the 
Joneses." Moreover, many new families have formed and sought avail- 
able housing. Any of these reasons for moving is acceptable given the 
mass values of our society. However, one compelling reason why many 
of these people are rushing from the middle-aged neighborhoods to the 
edge or out of the city is their fear of the people moving in. Though 
their fear is frequently rooted in prejudice, it is nonetheless real to them. 
This fear is at work in the community as we see many whites moving away 
because they believe terrible things will happen to them, their families, and 
their property if they stay. Actual evidence from many places in every city 
shows that, were they to stay, none of these dire things would befall them, 
their families or their property. Especially is this true where the incom- 
ing families have been middle-class Negroes. On the other hand, it is not 
possible to ignore the fact that in some other neighborhoods, where the 
newcomers whether Negro or white are of a lower social class than 
the present residents, various kinds of conflict and disturbance may occur 
which prompt some residents to leave. Such situations as knifings, extor- 
tion, and beatings do take place in some changing neighborhoods. How- 
ever, these are essentially class rather than racial characteristics. While 
these situations do occur in some changing neighborhoods, we must not 
make the mistake of thinking that they are an inevitable aspect of the 
pattern of change in all neighborhoods. Where these situations do exist, 
there is sound basis for concern and even fear. Indeed, you will find the 
middle-class Negro families as concerned and as fearful as the middle-class 
whites about such intimidation and violence. Certainly, this constitutes 
a problem of major importance in our cities. Its solution involves and re- 
quires the active coordination of the police and all related public and vol- 
untary agencies. Even with such total and comprehensive cooperation, the 
problem will not be easy to solve because the persons who engage in this 
violence are the products of long years of deprivation, neglect, and frustra- 
tion. Even with the most careful, coordinated, and immediate efforts 
aimed at adapting these people to urban living, it is a difficult and long- 
range job. 

With this as background, we are prepared at this point to focus on one 
of the really difficult issues of present day American society: the issue 
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posed by the in-migration in recent years of vast numbers of rural peoples 
to the large urban centers, especially the northern industrial ones. Ac- 
tually, the basic problem is not new; it is as old as cultural differences 
among and between people who meet. It is, however, a problem that 
comes in a new guise each time it arises. It is the problem of the "cul- 
turally different," and how to educate and assimilate them. 

ln-migrafion and Aid to Underdeveloped Countries 

One way to start to consider this important problem is by pointing out 
a rather interesting parallel between American efforts to help different 
peoples all over the world and the efforts now beginning to assist those 
American migrants, who have in recent years been coming to such cities 
as Detroit, Cleveland, Chicago, New York, and Philadelphia, and who 
live in what have been variously called "the slums," "blighted areas," "de- 
pressed areas," "multi-problem neighborhoods." 

There are several similarities worth noting. First, of course, there is 
the essentially rural character of both peoples; those who come to the 
cities are chiefly from the rural south at the present time. Second, both 
peoples have generally low levels of formal schooling, but they are by no 
means unintelligent. Third, both peoples are proud of their cultural tradi- 
tions and are quick to resent any hint of condescension. Fourth, both 
peoples are willing to learn, but they must be taught on their own terms; 
they cannot be cajoled, intimidated, or embarrassed. They must be dealt 
with as mature adults. These people cannot be expected to realize their 
full potential unless they are helped at the point of interest and education 
they now are at. Fifth, and finally, it is very expensive in many ways to 
try to help either people to modify their traditional values, attitudes and 
behavior. 

These lines of similarity between working with the so-called under- 
developed countries (really, culturally different countries), and working 
with rural in-migrants to American cities ought certainly to be understood 
and appreciated. What has been happening these past several years in 
many American industrial communities is this : they have been the destina- 
tion for countless thousands of Negroes and whites, individuals and fami- 
lies, who have come mainly in search of jobs. With hope and a general 
willingness to work, they have come from some of the isolated portions of 
the back country of the South; they have come without money, and they 
have brought their problems with them. 

Most have come to these cities to stay. The large and continuing grow- 
ing number of these people have crowded into the deteriorated interior 
core of the city to which they have come, there to live until they make some 
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money; after that, if they are white, they may choose either to return to the 
South or try to raise their living standards enough to step onto the outward- 
bound escalator that moves from the core towards the suburbs. If they are 
Negro, they will probably not seek to return to the South, but will, instead, 
try to raise their living standard to board the shorter escalator to move into 
the better neighborhoods that beckon beyond the interior core of slums. 
Not many of these whites and Negroes will easily move upward in the 
social structure; most will continue to live in the blighted core of the city, 
trying to raise families without much knowledge of the city and its ways, 
and remaining there only because it was in economic terms worse 
where they came from. These are the people too who get shifted and 
shunted around as the processes of expressway construction and urban 
renewal proceed. The inner core of the central city is being remade and 
those who now live there are sooner or later to be displaced. They will be 
forced out into the present middle-aged or conservation neighborhoods, 
bringing with them their cultural habits that are so threatening to the 
lower-middle- and middle-middle-class Negroes and whites who now 
reside there. Indeed, the gradual influx of these lower-class rural people 
of whatever race into these neighborhoods is one of the chief factors 
prompting the exodus of middle-class residents. Middle-class whites are 
moving to the fringes and out of the city; middle-class Negroes, of whom 
there is a growing number, strive desperately to find some opening in the 
surrounding wall of housing segregation through which they and their 
families, too, can escape again from lower-class rural influences. 

This, then, is one significant part of the pattern of movement in Ameri- 
can industrial cities. Everywhere groups of people are moving away at 
the approach of other groups with real or fancied differences. 

As noted at the outset, the problem is an old one, but it is nonetheless 
critical; the specific issue is essentially: how do those who are of the 
middle class and who administer and control the schools, the churches, the 
government, the social welfare agencies, and all the other organizations of 
the urban community, learn to relate effectively to these people who have 
come and who are coming to these cities and who want to remain and be 
accepted? What do they do? 

Obviously, one answer is to have nothing to do with them and hope they 
will go away; this alternative, however, is naive and ridiculous. These 
newcomers and some not-so-newcomers cannot be ignored. Their im- 
pact on neighborhoods, on schools, on health and welfare agencies, and on 
churches, is tremendous and will continue to be so. There is no real choice 
but to recognize the existence of these people and then to seek to integrate 
them into the community in such a way that they will be able to live in the 
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urban environment with some greater degree of civic-mindedness, con- 
venience, and satisfaction, both to themselves and to others around them. 

Obviously, recognition of these lower class rural people, these presently 
"culturally different" people, and concern for and with them does not arise 
simply out of superior urban nobility. Doubtless, most present residents 
of these northern industrial communities would breathe a hearty sigh of 
relief if these people could be persuaded to return to their rural birthplaces. 
It is only because they cannot be persuaded to return, and because they 
have a full right to be here, that anyone even pretends to be willing to help 
them. There is a growing awareness, too, that they must be helped to 
assimilate because failure to do so threatens the cohesion and stability of 
the urban community. 

When these people come to the city and some have been here many 
years they come primarily because they hope that life's circumstances 
will be better than they were in the agriculturally blighted areas of the 
South, from which most came. They moved to these cities to find jobs in 
order to live and make their modest contributions to society. They arrived, 
bringing with them the habits of the world they left: its costume, its speech, 
its cooking patterns, its standards, its beliefs, its attitudes, its values. Just 
as, a generation or more ago, America hosted large number of newcomers 
from western and eastern Europe, so, too, today a domestic population 
shift is bringing to these northern cities fresh waves of newcomers who 
arrive culturally encumbered with the ways of their rural birthplaces. 

In those earlier days of this century, Americans marshalled their re- 
sources, established day and night schools, developed a comprehensive 
social work pattern suited to the problems of the European newcomers, 
and proceeded in a relatively short time to assimilate these people into the 
mainstream of American life. It was not easy, it was costly, and it was not 
done overnight, but ultimately there was a reasonably successful assimila- 
tion, to the greater enrichment of the American culture. 

This assimilation was achieved without the insistence that every new- 
comer pass through the "melting pot" and emerge with standardized be- 
liefs, customs, and behavior. It was done with a deep appreciation that 
social diversity cultural pluralism was the true basis of heterogeneous 
American life. The principle was accepted that assimilation in America 
does not require that all religious, verbal, culinary, fashion folkways of 
the subgroup be surrendered. The principle was accepted that people may 
retain many of their own cultural patterns and still be regarded as loyal, 
contributing members of the society. It was even implied that American 
society would face grave danger if this cultural pluralism disappeared and 
the mass culture of the emerging society smashed all diversity before it to 
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produce a low level cultural monotony. Indeed, that is a significant threat 
of the present day. 

Here again, in the middle of the twentieth century, American society is 
confronted with a challenge to the belief in cultural pluralism; present and 
still arriving in our great cities are these newcomers who are different, 
different in cultural background even though the root of their language, 
their religion, and thek basic values is similar. Their major differences are 
these: they are poor, some very poor; they have never known comfort and 
convenience in material things; they were reared on the hard hearths of 
country cabins and they knew few of the graces or niceties of urban living; 
they have many different standards of health, of sanitation, of education; 
thek religion is, by middle-class urban criteria, pentecostal and primitive 
with much appeal to emotion a frontier religion with emphasis on ele- 
mentary Christianity; they speak a language filled with the colloquialisms 
of thek region, and they have various kinds of southern accents that set 
them apart. Finally, most of them have had little formal schooling; they 
are thus untrained for most work in the industrial community, and if they 
get work at all, they must accept the menial, unskilled, low-paying, transi- 
ent jobs. 

These, then, are some of the characteristics of both Negroes and whites, 
who have come to the city and will doubtless continue to come. Although, 
in thek northern trek, these people travel by several different routes, one 
way or another they get to thek destinations, and when they arrive they 
must be assimilated as immediately and as adequately as possible. 

In the face of any vexing and sensitive issue, it is particularly essential 
that people be honest with themselves. The presence of these cultur- 
ally different people in many American cities poses such an issue. Most 
of those people akeady in the city are urbanized and either akeady middle- 
class or middle-class in thek orientation. Most of those who have come 
recently and who are still coming are neither; they are both rural and 
lower-class. The issue to be considered is simply: how can these two sets 
of culturally different people relate more effectively and harmoniously 
with each other? 

Some Principles of Cultural Assimilation 

At this point, it is appropriate to suggest a basic principle of social 
interaction: if, in any community, two culturally different peoples meet on 
a continuing basis, community integration requires one or the other of 
these peoples to attempt at least the partial assimilation of the other. An 
adequately integrated community cannot remain with two or more sig- 
nificantly diverse cultural groups. In the particular instance under con- 
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sideration here, this principle may be translated as follows: an adequately 
integrated community cannot continue to exist with both large numbers 
of lower class, rural people and large numbers of middle class, urban 
people. Either one group or the other will have to try to assimilate the 
other, or one of them will solve the situation created by withdrawal. Some 
of the lower-class, rural people will withdraw back to their southern birth- 
places when and if the economic conditions become so desperate that 
things are worse in the city than they were in the country. Some others will 
withdraw to other cities, especially in the West. Still others will withdraw 
when and if the various forms of subsistence assistance that are available 
are reduced, restricted, or terminated. On the other hand, some of the 
middle-class residents of the city will withdraw, as many have been doing, 
when these lower-class people begin to move into their neighborhoods. 
Their withdrawal will be and has been to the fringes of the city or to the 
suburbs. 

As a corollary principle to the one just cited, it may be suggested that 
the group that is numerically, educationally, politically, economically 
superior will try to assimilate the other group. It will seek to do this 
eventually, after it has tried to avoid the issue altogether. It will seek to 
do this, because it will slowly dawn upon its members that they have most 
to lose by inaction and the most to gain by successful assimilation. If this 
larger group proceeds with care and concern in its assimilation attempt, it 
may well succeed. Indeed, unless it desires to withdraw, there is no 
reasonable alternative for the urban middle-class but to try to change some 
of the values, attitudes, and behavior patterns of its own members and of 
the existing and continually arriving members of the rural lower class. The 
middle-class must change its own ideas and ways to be better able to under- 
stand and accept these newcomers; the middle class, because it is the 
dominant category, must take the initiative in helping the newcomers shed 
some of their thornier and no longer functional traits. The issue is really 
not whether assimilation shall occur, but rather how best can it be ac- 
complished. 

| The basic instruments of successful assimilation are three: education, 
assistance, and involvement. The greatest of these is education. None will 
deny that the most important tools in the assimilation of the foreign born a 
generation and more ago were the several educational agencies that were 
made available. Particularly effective were the public day and night 
schools. Once again the public schools must bear the brunt of the burden. 
Again the resources must be mustered to work with both the children and 
the adults who need help in becoming a bit more urban and more middle- 
class in their aspirations, in their values and attitudes, and in their daily 
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behavior. Certainly no one seriously believes this tremendous transforma- 
tion of hundreds of thousands of people can occur quickly or easily. It 
took a long time to produce the residents of depressed urban areas and it 
will take even longer to assimilate them to function adequately in the 
complex urban environment. 

One specific place to begin is the school building itself which to many 
people represents what the community is and can become. In the de- 
pressed and corroded cores of many of our cities, there are a number of 
schools that are physically inadequate. Yet, even in such neighborhoods 
the school is the one building viewed with some community pride. Through 
its very physical appearance and functional design, the school building 
can contribute much to improved community morale and even to an en- 
hanced self-image. In depressed areas particularly, it is important that 
every effort be made to provide adequate, modern, educational facilities. 

These buildings should be used not just by the children of the neigh- 
borhood. The task of educating children will be significantly eased if 
their parents perceive the school more favorably by finding it available to 
them as a convenient community meeting place for various interests and 
activities. Schools should be kept open afternoons and evenings for as 
wide a range of community uses as possible. Certainly the school cannot 
become the community-oriented facility many want it to until and unless 
the people of the community begin to use it, and that cannot happen until 
it is made readily available. Nor is it sufficient for the building only to 
be available. A well-trained staff must also be present to assist those who 
want to use the school facility to do so quickly and conveniently. 

Testing Innate Aptitude 

In the depressed areas of the inner city are many children of signifi- 
cantly diverse backgrounds. Here are youngsters with different person- 
ality traits, different cultural experiences, different mental abilities, differ- 
ent levels of preparation for school work. We now recognize that it is no 
longer sufficient to rely on traditional IQ tests as measures of innate intel- 
ligence, learning ability, or creativity. Much evidence suggests not only 
that the test itself is the product of middle-class attitudes and values, but 
that many children who take such tests are wholly unfamiliar with both 
die materials of paper and pencil and the language patterns used. We are 
beginning to suspect that if some youngsters who do poorly on IQ tests 
were to function in their familiar environment, we might well see their 
performances improve. Finally, we are slowly coming to appreciate that 
,the real damage of the IQ test is its subtle influence upon the mind of the 
teacher. Teachers, often unconsciously, expect the level of performance 
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from the child that his IQ test indicated, a practice which, taking into ac- 
count the weaknesses and inadequacies of these tests, really doesn't give 
some children half a chance to succeed. Paradoxically, the teacher herself 
may be the greatest impediment to the child's successful learning experi- 
ence. 

Far better than testing children's intelligence and then using the scores 
to anticipate their performance, the sensitive teacher will pay scant heed 
to such tests, if she gives them at all. Instead, she will assume the highest 
potential for each child and seek to individualize her attention to elicit it. 

While it is, of course, a cliche to speak of greater individualized student 
attention, obviously this is not easy to achieve in crowded, often inade- 
quate, urban schools. If this individualized teaching of depressed-area 
children is to occur, then the school board will have to make that a basic 
policy decision and support it in tangible ways. 

One such way will be to provide sufficient teachers and counselors so 
that individual attention is really possible. Another way will be to pro- 
vide special coaching teachers, particularly in the areas of reading, speech 
and abstract skills. Every effort should, of course, be made to encourage 
the very best teachers in the school system to volunteer for the critical as- 
signments of the depressed areas. In this segment of the city especially, 
emotionally disturbed or mentally defective children should be removed 
from normal classrooms and provided adequate facilities elsewhere. Cer- 
tainly, the task of carrying out the teaching-learning process in depressed- 
area schools is great enough without further complicating the matter with 
children who deserve to have appropriate therapeutic facilities to correct 
their mental or emotional ailments. 

Many of these children of the depressed areas come from home situa- 
tions that are deplorable, where the primary need is for the services of a 
nurse, a dentist, a dietician, where there is abject poverty, where there is 
much physical overcrowding in poor housing, where many kinds of psycho- 
logical problems beset members of the family. Often, too, the families are 
split, with the mother assuming responsibility for both parents. Even if 
the family is not split, the controls that once applied in the rural setting 
have been broken in an urban setting that is hostile, uncaring and anony- 
mous, and this has forced the restructuring of the family. The par- 
ental images the children now see are images of despair, of frustration, 
and of enforced idleness. It is absurd, too, for a middle-class teacher to set 
these children down each day to try to focus their attention on ancient 
history or on the multiplication table or on nouns or verbs, when simple 
good sense demands a concern with situations and circumstances under 
which these children live, conditions which they cannot ignore sufficiently 
to concentrate on what to them are really other-worldly matters. 
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The teacher dare not forget that the child has a life that goes on before 
and after school and this life may be by far the more significant one for the 
child. Usually it is. Somehow the teacher or perhaps the visiting teacher 
must penetrate the home world of the child and begin to work more ex- 
tentively and more intensively with the social, economic and psychological 
problems of the family. Although social work ordinarily does not cut to 
the root of social problems, better coordinated social work activity is an 
important adjunct of successful teaching. 

One particular approach the school should take in depressed areas is 
the assignment of a trained community organization person to work with 
the parents of school children. Anything that can be done to improve the 
parents' understanding of what the child is learning and why, every avenue 
that can help involve the parents hi strengthening their own concern with 
education and development of the community, should redound to the ad- 
vantage of the child in the classroom. Certainly, it is not far-fetched to 
establish the kind of adult education the parents themselves want and 
need. In so many instances what is most lacking hi the child's approach 
to education is an appreciation of it as a basic instrument to survive and 
succeed in today's complex, specialized world. What better way to help 
change the child's perception of education than by working with parents 
in a meaningful program of adult education? 

Although it may be a small point, it is also a significant one: the image 
of the school is an image of a world dominated by women. This is par- 
ticularly true at the elementary level. Moreover, one of the unfortunate 
facts of life of the depressed area is the scarcity of socially acceptable male 
models. Many broken families, much racial discrimination, generally 
poor education all add up to few men who are socially successful types for 
the children to see and emulate. Assignment of more male teachers, 
counselors, and principals to the schools of the depressed areas especially 
would be helpful. The benefit would be a double one: the school itself 
would come to have some higher prestige in the eyes of depressed-area 
residents who view male participation as an indication of importance, and 
the children, both boys and girls, would have some additional desirable 
male models to help them to develop their personalities. 

A curious social psychological obstacle confronting the children of de- 
pressed areas is the unreality of the textbook world they are expected to 
explore and understand. The usual textbooks are those that draw their 
characters, their language patterns, their attitudes, and their values from 
the world of the white middle class. Such a world is an unreal one for most 
residents of depressed areas. It is a world beyond their experience and they 
falter in it. Textbooks must be so rewritten that they reveal not only the 
vast range of racial, social-class, and occupational types that constitute 
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our society, but they must also indicate to the depressed-area Negro child 
that there are successful Negro physicians, accountants, engineers, nurses, 
teachers, professors, etc. Books must be used to broaden the horizons of 
children who live their lives in a very limited real world. If we are success- 
fully to help them reach out for a better world, they must be motivated to 
believe it is really possible for them to achieve a place in that world. 

Major stress is placed upon the school to broaden the horizons of 
children because often parents either do not care or are unable to do very 
much to enrich their children's experience. The school is the one agency 
that touches all children and it must be used for this enrichment pur- 
pose. Some children have never been outside their own neighborhood 
and know only its bleakness and blight. Every effort whereby the school 
can transport these children to places outside their immediate surround- 
ings; to the zoo, to a factory, to a concert, to a play, to camp, etc., will 
help immensely in giving these children experiences that middle class 
youngsters receive as a normal part of their family activity. 

Another aspect of what some have come to call "compensatory educa- 
tion" is free summer school. In many communities tradition restricts 
summer school only to those children who can afford it. Though the fee 
is small, it is sufficient to keep many depressed-area children from attend- 
ing. And it is in these areas particularly that children frequently need to 
make up work, to improve their background, to secure enrichment. 
During the summer, as well as during the other seasons of the year, the 
school can be a valuable instrument to help children of depressed areas 
glimpse the better world that can possibly be theirs. 

Despite the opportunities that may be offered, some children will be 
particularly difficult to hold in school. The dropout rate is highest in the 
so-called depressed areas. Not only do many children drop out of school 
as soon as they become old enough to do so (usually sixteen) , but the more 
alarming fact is that so many of them "resign" from school years before. 
Though they may be aware of the value of education generally, they do not 
see it as useful for themselves. Somehow, they have become disillusioned 
either with the school or with self or with both and they simply put in 
time until the age of emancipation from the world of school arrives. Then 
they hope to enter the world of work, but, because of lack of preparation to 
enter an increasingly skill-demanding labor market, these young people 
will meet a second frustration when they cannot find jobs or when they are 
not promoted or when they are laid off. The dropout or the resigned 
student represents a tremendous loss both to himself and to society. Here 
is wasted potential; here is the ingredient out of which grows disillusion- 
ment, frustration, despair; here is educational failure that leads to the 
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failure of many children and endangers the society itself. Somehow, re- 
newed efforts must be made to capture and hold the interest and enthusi- 
asm of these pupils in order to educate them to the highest level consistent 
with their potential. This is no easy challenge, nor is it a meaningless one. 
All possible ideas will have to be explored. Bold and dramatic approaches 
relating to curriculum, to school organization, to personnel will have to be 
tried if we are to succeed in reducing the number of school resignations. 
This is one of the most basic tasks presently before us, and it is peculiarly 
vital to depressed areas whose children are the chief victims of such 
resignation. 

The Teacher as a Key Figure 

Perhaps the key figure in the entire educational process is the teacher. 
Good teachers can work miracles with children coming from any back- 
ground; poor or uninterested teachers never seem to succeed, even with 
children of good backgrounds. It is no secret that in many cities across 
the country, the depressed areas have been the "Siberia" of the local school 
system, and those who for a variety of reasons were to be disciplined were 
sent to these undesired schools. Not only were the facilities inadequate, 
but the neighborhoods, too, were blighted, and the children, it was com- 
monly believed, were incapable of learning. We know that almost all chil- 
dren are educable and that what seemed to be educational inability was 
simply experiential unfamiliarity, long educational disadvantage, and cul- 
tural difference. We now know it is possible and, indeed, necessary to 
educate these children of depressed areas. We must also by now have 
some glimmering of recognition that we will never do this successfully 
by using these areas as places of teacher punishment. The depressed area 
in the American city must become the place where consciously we carry 
out a massive and effective program of "compensatory education." Not 
the least of the things we must do for these areas is to guarantee that the 
teachers sent to teach there are persons without racial, social-class, or cul- 
tural-region prejudice. They must also be persons who have some adequate 
understanding of the cultural backgrounds of their pupils to be able to 
approach them without fear and actually attempt to teach them. Not in- 
frequently teachers, counselors, principals assigned to the depressed-area 
school have been people without any real concern for these children and 
with the common stereotype of them as children of low ability. As a re- 
sult of this low estimate of potential, the self-fulfilling prophecy went into 
effect. The children were not encouraged to learn very much; the teacher 
expended little energy on anything but maintaining order and bemoaning 
her lot; as a consequence, the children fulfilled the low expectation, which 
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in turn reinforced the original assumption to prove that the teacher was 
right. We now recognize, however, that for teachers with ability, with 
devotion to good teaching, without prejudice or preconceived expecta- 
tions, there is a basic challenge and deep satisfaction in working in de- 
pressed-area schools. We know, too, that unless we raise our expecta- 
tions of these children, they will not achieve either an education or an 
opportunity in the society at large. It is no longer considered a blessing 
to the child to have a teacher who simply passes him from grade to grade 
regardless of his ability to perform at each successive stage. These chil- 
dren require not just teachers, but teachers of more than ordinary ability, 
interest, and devotion. If we are to reclaim a portion of our urban popu- 
lation from a dire and dismal dependency, then we must select for the 
schools of the depressed areas teachers and principals who want to take 
up the greater challenge of teaching there. We must certainly choose 
teachers and principals without racial or class prejudice, and we must 
assign them without regard to their color or religion. Every opportunity 
should be accorded these personnel to improve their own background 
through additional training, research or writing on relevant aspects of the 
educational process. These teachers especially should be relieved of many 
time-consuming, menial tasks in order to free them for the far more crea- 
tive job of developing ways children can be helped to learn. 

This creative job of teaching is one that is difficult at best under hospita- 
ble conditions; in the depressed schools it is a job of immense difficulty. 
Ultimately, no matter what else she may do, the teacher has to possess 
the skill to reach the children and motivate them in terms of the cultural 
world they are in. This skill, one is not born with; it must be acquired. 
But it is not acquired just as a result of the ordinary educational sequence 
of four or five years of college. Unfortunately, we have been training our 
teachers for essentially a middle-class world of white students, and many 
of them do not grow up to work in such a world. We must begin to re- 
evaluate our teacher-training procedure and program. It may be that we 
have been turning people out as accredited teachers even though they 
are really ill-prepared to function in so many of the schools to which they 
may be assigned in the slums of the city. We have made the mistake of 
thinking that teachers are born and not made. We have been unaware 
that a population revolution has been occurring within our cities that has 
transformed them into severely stratified places with many kinds of prob- 
lems. We have been guilty of maintaining the situation as normal, when 
a serious crisis has been brewing. Not only in the community, but in the 
college and university as well, we must prepare to equip our new teachers 
with the depth of cultural understanding and the range of necessary skills, 
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methods, and techniques to enable them to do the very urgent teaching 
job of preparing these students, not just for American citizenship, but for 
urban citizenship in a highly complex, heterogeneous, and specialized 
social order. 

Reservoir of Potential 

It should be clear that these children under discussion here these 
disadvantaged children who live in the depressed core of the city have 
the same intellectual potential as other normal children. They are not 
inherently dull or stupid; many are, or would be, bright and alert, if their 
basic physical needs were met, if they were given experiences that would 
encourage them to want to learn the ways of the middle-class world, if 
they were carefully and devotedly taught by able teachers who believed 
in their potential and sought to release it through all the many means of 
excellent education. 

Even with the accomplishment of all the educational aims enumerated 
and elaborated above, it is a gamble whether these children can be saved 
and assimilated. Indeed, there is no clear certainty that any community 
is really committed to assimilating them. If it were, then that community 
would be interested not only in talcing major steps to improve their school- 
ing, but it would also be concerned with the quality of their housing and 
their neighborhoods; it would be determined to do something constructive 
and comprehensive about the fundamental economic, educational and 
psychological plight of their parents. So long as these people live in pov- 
erty at the margin of despair and in a community that has fewer and fewer 
jobs for the unskilled, so long will the task of assimilation be retarded. If 
these parents can be effectively trained and related through the job to 
the mam axis of an industrial community, then there is hope of speedy 
assimilation of both them and their children. If it is not possible to make 
the fundamental necessary changes in the economic structure to admit 
these able-bodied men to the world of productive work, then it is probable 
that much that may be done for their children will be wasted. The basic 
issue is the assimilation of a whole category of people; those who attempt 
to do so must want to assimilate them without destroying the cultural di- 
mensions they can contribute. 

To say that one wants to assimilate people without supporting that 
statement with community funds and action will be simply to disillusion 
those who are not already disillusioned. If urban residents are truly con- 
cerned about crime and delinquency in their community, if they are seri- 
ous about their intention to produce skilled scientists and technicians for 
societal survival, if they want an over-all peaceful, integrated community 
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with well-trained and concerned citizens, then they must understand that 
the small price to be paid is that of more-than-ordinary education, as- 
sistance, and involvement of this disadvantaged population of the city. 

The third instrument to encourage assimilation is involvement of the 
people affected. If there is one thing essential to realize as efforts are 
made to aid these people to attain some urban and middle-class values and 
attitudes, it is that they cannot be told unilaterally what they must do. To 
be sure, they have problems, but they also have pride, and both the prob- 
lems and the pride must be appreciated if the sensitive job of helping them 
become contributing citizens of a democratic community is to be done. 

A basic structural development any governmental agency or board of 
education might well make is to establish a network of community coun- 
cils. Each appropriate-sized district should have such a community coun- 
cil composed of people who live and work in the area. Such an organiza- 
tional structure would make clear to the people that their advice, sugges- 
tions and ideas are actively sought. It would offer the opportunity for 
effective two-way communication between citizens of a community and 
the schools and agencies therein. Problems of the people could be taken 
to the community council; school or agency-related problems would be 
referred to school personnel or the personnel of appropriate agencies. 
Most important, the means of reaching the people and securing their par- 
ticipation would exist. Indeed, before any attempt is made to modify 
curricula or make any policy changes in school administration, it is ele- 
mentary wisdom to establish such a citizen council and to work with and 
through it for the benefit of the total community. Though there are some 
technical aspects of education, of social work, of planning, and of govern- 
ment which cannot be submitted to citizen vote, there are other aspects 
on which organized citizens can react intelligently and meaningfully, and 
their invited participation from the beginning can spell the difference be- 
tween success and failure of new proposals. To facilitate cultural assimila- 
tion and to teach the democratic process, there is no action more funda- 
mental nor more immediately necessary than the creation of a genuine 
community council in each appropriate-sized district. 

These comments outline the broad dimensions of an important com- 
munity problem facing American cities and schools. It is nothing less 
than the problem of cultural assimilation on a large scale. It is a profound 
problem affecting many aspects of urban life: education, housing, family 
life, employment, the very cohesion of the community itself. It is a prob- 
lem that will not be solved by speeches, slogans, or gimmicks. Its solution 
requires some genuine perception of the scope and depth of the problem, 
as well as the intelligent and imaginative use of the instruments of educa- 
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tion, assistance, and involvement. Failure to solve this problem will 
further divide each community and will leave it increasingly in the hands 
of those with the least knowledge of how to run it, as those with greater 
knowledge seek more cohesive communities in which to work and live. 
Solution of this problem of assimilation will produce a stronger, healthier 
community with a justified pride in its concern for its most significant re- 
source: the many millions of human beings who choose to live in them. 



Robert J. 
Havighurst 



Urban Development and 
the Educational 
System 



Americans are becoming an urban people. 1 Sixty-one per cent of the 
population lived in metropolitan areas in 1960, and it is estimated that, 
by 1980, 70 to 75 per cent of the total population will be living in cities 
of fifty thousand or more or hi the areas which feed into these cities. 

In the past, urban evolution has on the whole been advantageous. But 
it has some disadvantages that are now forcing massive and costly urban 
renewal programs aimed at making metropolitan areas more fit for human 
living and more conducive to human values. 

Metropolitan growth presents two major concerns. First, it has led to 
increased segregation on the basis of income and race. This segregation 
is a threat to democratic unity and educational opportunity, for slums or 
gray areas of the central cities breed political and social divisiveness and 
discontent. Second, space is not used properly. The location of industry, 
business, and dwellings have made the daily journey to work longer and 
more difficult than is really necessary for a large part of the population. 
The distance from residential areas to centers of leisure and cultural ac- 
tivity theaters, museums, concert halls is too great. Open space for 
recreation and for the enjoyment of nature has not been distributed so 
as to be available to the majority of the people. 

Metropolitan developments have produced or intensified many social 
problems, most of which have had repercussions in education. The net 
effect has been to make the educational system less efficient and less effec- 
tive in achieving its democratic goals. 

One major problem is increased socio-economic and racial segregation 
of the population. As the total population of a megalopolis grows, the 
slum belt around the central business district becomes thicker. This is a 
result not only of the growth hi total population but also of the concentra- 
tion of lower-class people in areas of poorest housing, which are usually 
in the oldest parts of the city. Those who can afford to do so move away 

1 This paper draws on four previous writings of the author (2, 3, 4, 5) . 

24 



Robert J. Havighurst 25 

from the city as their economic circumstances improve. In general, work- 
ing-class people whose income permits it move out of the slum district and 
take up residence farther from the center of the city, while people in 
middle-class districts of the central city move out to middle-class suburbs. 
Thus the ever-growing total population divides itself into a lower-class 
conglomerate at the center, with successively higher socio-economic 
groups at greater distances and the upper-middle class and the upper class 
largely in the suburbs. 

Data from the Detroit area illustrate this generalization, which applies 
to most, if not all of the other great cities. In the Detroit Area Study of 
the University of Michigan, information was collected on the incomes of 
families in Detroit and its suburbs. According to a report on this re- 
search, which covered family income from 1951 to 1959, the median 
income per family in the Detroit metropolitan area was related to the 
distance the family lived from the central business district. For families 
living within six miles of the central business district, the median income 
rose 3 per cent between 1951 and 1959, while the cost of living rose 12 
per cent; thus during this period the median family in this area lost real 
income. Families living farther out, between the six-mile radius and the 
city limits, gained 5 per cent in median real income. Meanwhile, families 
in the Detroit suburban area gained 37 per cent in median real income. 
Thus, during these years the people in the central part of the city grew 
poorer, while the people in the suburbs grew richer. In other words, the 
central part of the city became more solidly lower class in composition, 
while the suburbs became more middle class. 

As a result of the growth of low-income areas in the cities, the urban 
lower-class school has become a common and disturbing phenomenon. 
It is a school with a clear numerical predominance of pupils from working- 
class homes. 

Such a school can be defined by its status ratio which is the ratio of 
middle-class pupils to lower-class pupils. A useful form of this ratio is 
obtained by weighting the numbers of upper- and upper-middle-class pu- 
pils twice as heavily as the number of lower-middle-class pupils, and by 
weighting the lower-lower-class pupils twice as heavily as the upper-lower- 
class pupils. The ratio is 2(U + UM) + LM divided by UL + 2LL. 
The justification for giving greater weights to the upper and upper-middle 
classes and to the lower-lower class is that they express educational dif- 
ferences more clearly than the lower-middle and upper-lower classes do. 

As an example of the calculation of the status ratio, let us look at School 
A a middle-class school. Of the children in this school, 30 per cent are 
from upper-middle- or upper-class families, 35 per cent are from lower- 
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middle-class families, 25 per cent are from upper-lower-class families, and 
10 per cent are from lower-lower-class families. Its status ratio is 9 %5 
or 2.1. This kind of school can be found in a "good" area of a large city 
or in a dormitory suburb. 

School B a mixed-class school. The children in this school are 15 
per cent upper-middle and upper-class, 35 per cent, 35 per cent and 15 
per cent lower-middle, upper-lower, and lower-lower class, respectively. 
Its status ratio is 6 %s or 1 . 

School C a lower-class school. In this school, the children are 5 per 
cent upper-middle-class, 20 per cent lower-middle-class, 45 per cent 
upper-lower-class, and 30 per cent lower-lower-class. Its status ratio is 
3o/ 105 or0.29. 

For the purposes of this paper we shall group schools into these three 
categories. Middle-class schools will be those with status ratios of 2 or 
more. Mixed-class schools will be those with status ratios between 0.5 
and 2.0. Lower-class schools will be those with status ratios below 0.5. 

Urbanization and the Status Ratio 

As North American cities grow bigger, they tend to become stratified 
by income, socio-economic status, race, and other social characteristics. 
A process of segregation takes place through the moves that families make 
in search of "better" living conditions. People who can afford it move 
to a "better" section of the city, or to a suburb, and their places are taken 
by people below them in social status. Thus, unless something happens 
to reverse the process of aging and downgrading of sections of the city, 
the lower-class areas of the city expand into large economically segregated 
districts. 

A major reason for people's moving is to find a "good" place for their 
children to live. A "good" place for children includes a "good" school, 
and for most middle-class people a "good" school is one with a status 
ratio which places it in the middle-class or in the mixed-class category. 

There is a critical ratio for a school, of such a size that middle-class 
parents are likely to become anxious and to think of removing their chil- 
dren from the school when the status ratio drops to this point or below it. 
This critical ratio is subjective, depending upon the attitudes and experi- 
ence of a particular parent, and depending also on such things as the tra- 
dition of the school, the racial composition of the school, the type of cur- 
riculum, and the quality of the teachers. However, there is enough of a 
consensus of middle-class parents about the critical ratio that they tend 
to agree on the question of moving out of the school district when the 
status ratio reaches a certain point. 
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Growing Economic Segregation In American Schools 

There has probably been a growing amount of economic segregation 
in American public schools since 1940. That is, there has been a growing 
percentage of middle- and lower-class schools, and a decreasing per- 
centage of mixed-class schools. To put it more exactly, the proportion 
of American children attending schools with status ratios above 2 and 
below 0.5 has increased since 1940. This is true in spite of the growth 
of mixed-class suburbs and in spite of the increased birth rate of middle- 
class people since the Second World War. 

This process of economic segregation can be seen in detail by looking 
at what happened in a particular elementary school in a northern indus- 
trial city between 1955 and 1960. 

Leibnitz School in 1955 was attended by 1,250 pupils coming mainly 
from lower-, middle-, upper-middle-, and upper-lower-class families of 
German, Dutch, and Swedish origins. It had a status ratio of about 1. 
The district was situated about seven miles from the city center, close 
to transportation lines. Parents of some of the pupils had attended the 
same schools. Then came a period of rapid change. Some of the three- 
storey apartment buildings were cut up by their owners into smaller units 
and rented to an influx of southern white and Negro families. By 1960 
the school enrollment was 2,400. The school was running on a double- 
shift schedule, with one group of children coming for four and a half 
hours in the morning, and another group coming for an equal time in the 
afternoon to a new shift of teachers. The status ratio dropped to 0.06. 
Transiency is calculated at 79 per cent, which means that 1,900 pupils 
transferred in or out of school during the year from September 1960 to 
June, 1961. At times of heavy turnover the children waiting to transfer in 
or out are seated in the auditorium with their parents in some cases, and 
without them in others, while one clerk sits at a desk on the stage and 
processes transfers and records from incoming children while another 
clerk sits on the opposite side of the stage and processes papers for the 
outgoing children. The records of transfers out during the past several 
years show that most of the children leaving the school have gone to 
schools further out from the city center, or in the suburbs. The campus 
of Leibnitz School was at one time beautifully landscaped, but this area 
has been filled with gravel, to accommodate the hundreds of pupils who 
arrive at noon and mill around while waiting for their shift to begin. 

While Leibnitz changed from a mixed-class to a lower-class school, 
many of its former middle-class pupils moved out to middle-class suburbs 
or to middle-class areas on the edge of the city, and entered middle-class 
schools. 
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In the suburbs, also, the process of shifting from mixed-class schools 
to middle- and lower-class schools has gone ahead. This is illustrated by 
the Madison Township High School. Madison is a small semi-industrial 
city which has been surrounded by dormitory suburbs since the Second 
World War. Several of these small suburbs have elementary schools of 
their own but send their high-school-age pupils to Madison High School. 
Until recently the high school had a status ratio of approximately 1, with 
a cross-sectional student body including about ten per cent Negroes. 
About five years ago a dormitory suburb five miles from Madison which 
sent its pupils to Madison High joined with a new suburb further out to 
set up its own high school, which has a high-status ratio. This was some- 
what disturbing to people in Madison, but just then a new dormitory 
suburb on the outskirts of Madison was being built, and it supplied a num- 
ber of middle-class students who practically made up for the loss of the 
other students. This new suburb, Elmwood, continued to grow and just 
last year established its own high school, which took away about one 
fourth of Madison High students and reduced the status ratio of Madison 
to 0.40. There is a Negro working-class suburb which sends its students 
to Madison and appears to be content with this arrangement. But the 
faculty and the dwindling group of middle-class parents in Madison High 
are now fearful that their school will become a lower-class school, and 
they argue that the behavior of the Elmwood group was undemocratic. 

Probably economic segregation in the schools goes farther in big cities 
than in small cities and towns. The writer has explored this proposition 
by making some crude calculations concerning the schools in several cities 
for whom a certain amount of data are available. Table 1 shows the pro- 
portions of schools (and, presumably, of pupils) of the three types in 
Prairie City, a town of 6,000; in River City, a medium-sized city of 45,000; 
and in Kansas City, Detroit, and Chicago. The figures in Table 1 are 
based on a knowledge of the occupations, income, education, and other 
social characteristics of the districts in which the elementary and secondary 
schools are located. 

Prairie City has two small, four-grade elementary schools, one in the 
factory district and the other on the opposite side of town in the upper- 
middle-class residential district. There is also an eight-grade elementary 
school in the center of town, serving its own area for the first four grades 
and the whole town for grades 5 through 8. Since there is only one high 
school, this school is a mixed-class school. 

River City has fourteen public elementary schools, five in the lower- 
class areas, five in mixed-class areas, and four in middle-class areas. Since 
there is only one high school, it is a mixed-class school. 
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Table I. Economic segregation in schools, related to size of city 
(per cent of schools, approximating per cent of youth). 



Class and 
Type of School 






Cities 






Prairie City 


River City 


Kansas City 


Detroit 


Chicago 


Elementary 












Middle class 


15 


30 


18 


16 


19 


Mixed class 


70 


35 


44 


52 


35 


Lower class 


15 


35 


38 


32 


46 


Secondary 












Middle class 








19 


30 


39 


Mixed class 


100 


100 


50 


40 


22 


Lower class 








31 


30 


39 



Kansas City's elementary-school distribution is not much different from 
River City's, except that there are relatively fewer middle-class schools, 
since the middle-class suburbs are not included in the Kansas City School 
District. Kansas City has sixteen junior and senior high schools, and only 
half of these schools are of mixed-class type. Detroit estimates are not 
so reliable as those from Kansas City and Chicago as they depend only 
on data on average income by school district (7). According to the 
writer's estimates the distribution in Detroit is very similar to that of 
Kansas City, with 52 per cent of elementary school pupils in mixed-class 
schools, and 40 per cent of high school pupils hi mixed-class schools. 

In Chicago, the proportion of children in lower-class elementary schools 
is estimated at 46 per cent, and the proportion in middle-class schools 
at 19 per cent. In the public high schools these proportions are 39 per 
cent in lower-class schools, 39 per cent hi middle-class schools and 22 
per cent in mixed-class schools. 

To get a closer look at an urban lower-class school we may return to 
the Leibnitz School and look at one of its fifth-grade classes. All the forty- 
two pupils in this class were Negro. Of this number fifteen were sup- 
ported by Aid to Dependent Children and two by General Assistance. 
The remainder, twenty-five, were supported by one or both parents work- 
ing at unskilled or semi-skilled occupations. The majority of these chil- 
dren were found to be below grade in achievement (as measured by 
standard tests) in reading or arithmetic or both. Eighteen were over-age 
for the grade; eight of these over-age students were 13 (10 is the average 
age for fifth grade). The majority of these over-age students presented 
behavior problems. This particular room reflects the socio-economic ra- 
cial composition and achievement level for the remainder of the classes 
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in the school. Very often students with ability will not or cannot produce 
in such an environment. 

The principal, the assistant principal, the adjustment teacher, the psy- 
chologist, and three of the classroom teachers are white. The rest of the 
teaching staff is Negro. The faculty is relatively stable. The teaching staff 
as a whole tries to do a good job of teaching. Many of the Negro teachers 
have had personal experience with changing neighborhoods and are fa- 
miliar with the conditions under which the children live. The teachers 
are anxious to help their students to raise their achievement levels. An 
attempt is made to use materials such as the SRA reading kits which 
enable the children to deal with reading materials at their own ability level. 
Each classroom teacher finds it necessary to adapt curriculum materials 
for the many achievement levels found in any given class. The lower class 
behavior of many of the students makes it hard for some of the teachers to 
be as sympathetic as they might like to be. Many parents who come to 
school voluntarily or by request tell the teachers, "I can't do nothin' with 
him either, I whip him but it don't do no good." Very few parents visit 
the school. This may be due to work schedules, indifference, or to the 
feeling that the school people will handle situations involving their chil- 
dren correctly. 

Facts such as these join together to produce the situation reported by 
Patricia Sexton for "Big City" schools (7). Table 2 (A and B) summa- 
rizes a set of data about the elementary and secondary schools in this 
northern industrial city. The children of poor families are concentrated 
in certain areas of the city, and they do poor work in school. 

Social Consequences of the Urban Lower Class School 

In the judgment of the present writer, the urban lower-class school has 
some serious damaging consequences for the democratic development of 
our society. 

1 . The pupils of a lower-class school achieve less well than they would if 
they were in a mixed- or middle-class school. As an example of this we 
may compare the records in the junior high school of River City which 
were made by pupils who came from contrasting elementary schools 
one a middle-class school and the other a lower-class school. The pupils 
from the lower-class school averaged slightly more than one failure per 
pupil in English, history, mathematics or science in the eighth grade while 
no child from the middle-class school failed a subject in the eighth grade. 
The grades made in the ninth grade by the two groups (after some of the 
lower class pupils had already dropped out of school) in English, civics, 
mathematics, science, Latin, and journalism are shown in Table 3. 
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Table 2. Income level of big-city schools in relation to characteristics 

of pupils 

(A) 



Composite 
score Iowa 
Average family Achievement 
income, 1957 Test 6th grade 


IQ 

rating 


Pupils sent Condition of 
to detention school building 
school (per (Perfects 
10,000) 1000) 


Group I ($3,000 to $4,999) 
Group H( $5,000 to $6,999) 
Group HI ($7,000 to $8,999) 
Group IV ($9,000 or over) 


5.23 
5.61 

6.47 
7.05 


2.79 
3.31 
4.55 
5.09 


31.3 
21.7 
6.9 
2.7 


574 
578 
688 
779 



(B) 





Average family 
income, 1957 


Number 
chosen as 
"gifted" 
(per 10,000) 


Per cent of 
high school 
students with 
failure in 
English 


Per cent of 
drop-outs 
1957-8 


Per cent of 
graduating 
class requesting 
transcripts for 
college 


Group I 
Group II 
Group in 
Group IV 
Group V 


(Below $6,000) 
($6,000 to $6,999) 
($7,000 to $7,999) 
($8,000 to $8,999) 
($9,000 or over) 


1 
6 
20 
36 

77 


16.8 
10.9 
9.3 
8.5 
6.6 


19.2 
15.8 
7.9 
7.2 
3.6 


23 
34 
46 
61 
81 



Data from Patricia Sexton (7, pp. 28, 39, 60, 72, 127, 163, 182, and 202) . 

Table 3. School-grade distinction by social class. 

Grade Middle-Class School Lower-Class School 



A 


45% 


0% 


B 


20 


10 


C 


25 


19 


D 


10 


27 


E 





44 



By the end of the tenth grade, two-thirds of the pupils from the lower 
class school either had dropped out of school or had failed and dropped 
behind a year. Only two pupils of this school reached a C-plus, or aver- 
age school grade. Of the pupils from the middle-class school, more than 
a third had A or A-minus averages, and only two pupils had averages be- 
low C-minus, indicating a near failure. 

Of course it would not be true to say that the lower-class school caused 
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the low school achievements of the pupils in that school. Their low 
achievements were due to a number of causes. One of these causes cer- 
tainly was lack of intellectual stimulation in their homes. Another cause 
may have been an inherited inferiority in intelligence. But the consensus 
of students of the sociology and psychology of education is that the fact 
of attending a lower class school does have something to do with the lower 
academic achievement of the pupils from that school. 

The research reported by Wilson from secondary schools of the San 
Francisco Bay-Oakland area supports this conclusion (8) . Wilson studied 
the boys in eight high schools, three of which were lower-class schools, two 
of mixed-class composition and three of middle-class composition. Their 
average status ratios were 0.45, 1.2, and 4.4 respectively. Knowing the 
fathers' occupations, Wilson was able to find the relation between the 
fathers' occupations and the boys' school marks in the three groups of 
schools. The boys whose fathers were professional or white collar work- 
ers got lower grades if they were in lower-class schools than boys in mid- 
dle-class or mixed-class schools whose fathers were in these occupations. 
Furthermore, the sons of manual workers who were in the middle-class 
schools got better school marks than the sons of middle-class parents in 
the lower-class schools. 

This fact may be attributed partly to a selective factor manual work- 
ers with educational ambitions for their children may have made special 
efforts to live in middle-class areas, while middle-class people who did not 
care much about education may have tended to live in lower-class areas. 
Still, granting some plausibility to this explanation, the conclusion appears 
to be inescapable that a kind of "academic climate" existed in each school 
that affected the attitudes of the students toward study and affected their 
educational aspirations. 

2. The pupils of a lower-class school have lower educational aspira- 
tions than they would have if they were in a mixed or middle-class school. 
Wilson's study supports this proposition. Aspiration for a college educa- 
tion was related to the type of school as well as to father's occupation. 

Wilson also found that a boy with a given IQ is more likely to want to go 
to college if he is in a middle-class school or a mixed-class school than if 
he is in a lower-class school. 2 

3. The pupils of a lower-class school show less "talent" than they would 

2 These findings of Wilson are supported in an extensive study of high-school 
seniors made at the Bureau of Applied Social Research of Columbia University. 
John A. Michael, the researcher, divided 518 high schools into five "climate groups" 
which are very similar to our social-class groups. He found that scores on a scholastic 
aptitude test and plans to enter college, were both related to family social status and 
to the high-school climate (6) . 
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if they were in a mixed or middle-class school. Somewhat related to the 
preceding propositions is this one that the lower-class school contributes 
to the waste of talent. As an example, we shall take the production of 
"academically superior high-school seniors" in an American city of a half- 
million population, with eight senior high schools. Two of these schools 
were middle class, three were mixed class, and three were lower-class 
schools. These schools engaged in a "talent search" to identify seniors 
who were academically superior. Roughly 7 per cent of the seniors of the 
city were identified as "academically superior" through intelligence tests, 
school grades, and recommendations by teachers. Table 4 shows how 
these students were distributed among the various schools. The two mid- 
dle-class high schools produced 63 per cent of the talented students, with 
29 per cent of the city's high school enrollment. The three lower-class 
high schools produced 10 per cent of the talented students, out of 43 per 
cent of the city's high-school enrollment. 

Table 4. Efficiencies of schools of various socio-economic levels in 

producing academically superior high-school seniors (data from 

an American city of 500,000 population). 

High School A B C D E FGH Total 

Number of graduates: 412 392 325 71 400 1,203 2,803 

Number of superior 

students in graduating 

class 77 45 30 5 17 20 194 

Per cent of superior 

students 19 12 97 4 1.5 6.9 

Rank in socio-economic 

status 12345 7 

Number of superior 

students if A ratio 

prevailed 77 74 62 14 76 229 532 

4. The lower-class school reduces the democratic quality of our society. 
Several of the characteristics which we regard as essential for a democracy 
are systematically undermined by socio-economic segregation in lower- 
class schools. One of these is the opportunity for upward social mobility. 
This depends in our society on opportunity for success in secondary and 
higher education, and we have seen that this opportunity is less in lower- 
class schools than it is in mixed-class schools. 

Another experience which we believe contributes to democracy is the 
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mingling of youth of all social backgrounds in the same school. For this 
reason the comprehensive higji school (comprehensive in the sense that 
it is a mixed-class school) has been regarded by American educational 
leaders as the best possible kind of school. Thus James B. Conant said: 

Our schools have served all creeds and all economic groups within a given 
geographic area. I believe it to be of the utmost importance that this pattern 
be continued. To this end the comprehensive high school deserves the en- 
thusiastic support of the American taxpayer. . . . We Americans desire to pro- 
vide through our schools unity in our national life. . . . Unity we can achieve if 
our public schools remain the primary vehicle for the education of our youth, 
and if, as far as possible, all the youth of a community attend the same school 
irrespective of family fortune or cultural background ( 1 ) . 

Mr. Conant's more recent book, Slums and Suburbs, deals with the 
problems of lower-class schools and middle-class schools as realities 
which exist in a metropolitan area, and attempts to show how we may im- 
prove them without making them mixed-class schools. 

Can We Have Equality of Opportunity in Economically Segregated Schools? 

The United States Supreme Court by a unanimous decision in 1954 de- 
clared that racial segregation in the public schools is contrary to the 
United States Constitution. It said, "Segregation of children in the public 
schools solely on the basis of race, even though the physical facilities and 
other 'tangible' factors may be equal, deprives the children of the minority 
group of equal educational opportunities." The Court went on to say 
that "separate educational facilities are inherently unequal." While this 
statement was made with regard to race, the evidence on which it was 
made applies with great force to separate educational facilities on any basis 
where one group is regarded as superior and another group as inferior. 
Separation on the basis of socio-economic status is as much a separation 
of superior from inferior in the United States as is separation on the basis 
of skin color. 

The de facto segregation by socio-economic status that exists in our 
public schools, and especially in the big cities, is not due to a conscious act 
on the part of our society, whereas de jure segregation would be. There- 
fore, some of us tend to accept de facto segregation as "a fact of nature," 
"a part of social reality," or "a result of the action of natural laws," and 
consequently we do not feel guilty about it. 

The following account of an elementary school which changed from a 
mixed-class integrated school to a lower-class Negro school illustrates the 
process of de facto segregation. 

Thirty years ago the Poplar neighborhood was a Negro island sur- 
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rounded on all sides by white neighborhoods. All social classes were rep- 
resented in the community from lower-lower through upper-middle. Many 
Negro doctors, lawyers, and teachers lived in the community as well as 
many government and railroad employees whose steady incomes protected 
their families from want during the lean depression years. Negroes who 
lived in the older Negro neighborhoods to the north spoke of Poplar as a 
good place to live on a non-crowded basis. The people of this neighbor- 
hood felt themselves to be a cut or two above the average Negro from 
the ghetto. 

The neighborhood school reflected the multi-class character of the 
neighborhood. The middle-class children were favored by the predomi- 
nantly Irish Catholic faculty of the school. During the eight-year period 
from 1934 to 1942, the number of Negro teachers rose from zero to 
twelve in a school faculty of forty. The Negro parents did not want Negro 
teachers on the faculty. They felt that the white teachers were better pre- 
pared and that their children would receive better teaching from them. At 
one time petitions were circulated in the neighborhood in an attempt to 
bar assignment of Negro teachers to the school. 

In this atmosphere, even though it was somewhat unfriendly to them, 
the relatively few lower-lower and more numerous upper-class children 
had an opportunity to observe and copy middle-class behavior. Those 
who did try to please middle-class teachers and schoolmates were rewarded 
by being accepted into the formal and informal club and friendship groups 
of the middle class. During the elementary-school years formally organ- 
ized clubs were formed which persisted through high school and college. 
Each of these clubs had at least one or two lower-class girls in their mem- 
bership. At this time the two leading Negro sororities maintained high- 
school interest groups whose purposes were to encourage high-school girls 
to go on to college and thus into the sororities. The district high school 
contained all social classes for the Negro group; however, the white popu- 
lation of the high school at that time (1942) went no higher than lower- 
middle-class, with most of the students coming from the lower-middle and 
upper-classes. 

In 1942 the character of the neighborhood started to change. Many of 
the middle-class residents of Poplar moved farther out from the city cen- 
ter, to an area where vacant property was available to Negro professionals 
who started to build homes that were considered to be show places by the 
members of the larger Negro community. The influx of Southern Negroes 
who had come to the city to work in the war industries started putting 
pressure on the facilities of the old ghetto. The ghetto could not hold them 
all and they pushed into Poplar. All the whites and most of the Negro 
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middle-class people moved away, and the status ratio dropped. Now 
there are only two white teachers on a faculty of over fifty teachers. The 
Negro teachers who have lived and taught in the area for more than twenty 
years sadly note the changes in the student body. "These children are so 
hard to reach, they don't care about bettering themselves, teaching is no 
longer a pleasure," are phrases that are heard again and again in conversa- 
tion with these teachers. 

Proposed Educational Policies and Practices 

Educators and social scientists who are disturbed by the existence of 
lower-class schools must choose one or both of two policies for action. 

1. Accept the existence of such schools and work to improve them 
within these limits. Many people in effect resign themselves to the fact 
of economic segregation, and say that we must make the best of it. In 
particular, they say that the schools should not be used to influence the 
structure of the city; what the structure of the city presents to the schools 
is a reality with which the schools must live, they believe. 

2. Work through the schools as well as in other ways to reduce eco- 
nomic segregation. That is, work for mixed-class schools by working for 
mixed-class communities. The enormous material resources now going 
into physical urban renewal offer a physical base for social urban renewal, 
and the group of people who want to reduce economic segregation see a 
chance to do so through urban renewal programs. 

The present writer believes that both policies are desirable. 

Improving the Lower-CIass School 

Efforts at improving the lower-class school should be applied at the 
elementary- and secondary-school levels, with major emphasis on the ele- 
mentary school. A great deal of energy and ingenuity is now going into 
this effort, especially in the larger cities. Some of the procedures that seem 
to be indicated are: 

1. Enrichment programs for culturally deprived children at the kinder- 
garten-primary level. A number of large cities are trying out a type of pro- 
gram that gives special assistance to the primary grades in the slum schools, 
on the theory that many of these children lack parental examples and 
stimulation from parents to read and to achieve well in school. They fail 
to master the task of reading and stumble along for the first few years in 
school, after which they become confirmed non-learners and social misfits 
during their adolescence. Through putting specially trained teachers into 
relatively small classes, through using a social worker or visiting teacher 
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to bring the home and school into contact, and through giving the children 
a variety of enrichment which middle-class children are more likely to 
get in their homes, these children will get a better start in school and thus 
a better start in life. 

2. Enrichment programs for lower-class children in the elementary 
school. A systematic attempt can be made to give lower-class children 
some of the intellectually stimulating experience that is fairly common in 
middle-class families. The Higher Horizons program of New York City 
is an example. Through the school the children are given access to mu- 
seums, libraries, theaters and concerts. The lower-class school is given 
additional staff for planning and conducting this program, and for work- 
ing with parents. Things are done to make this kind of school more attrac- 
tive to experienced teachers. 

3. Nursery school programs especially designed for lower-class chil- 
dren. There is an interesting area of research just developing on the cog- 
nitive development of young children, which may suggest the extension oi 
public schooling down to age 3 or 4 in lower class districts, as a means of 
giving intellectual stimulation at a crucial point in the child's life. At this 
age basic language patterns are learned which probably go a long way to- 
ward structuring the mind. And studies of the language used in lower- 
and in middle-class homes indicate that the typical lower-class home gives 
the child a language experience that is much different from that of a typi- 
cal middle-class home. The lower-class language patterns are simpler, 
with fewer attempts at explanation of the world, fewer qualifying adjec- 
tives and phrases, fewer complex sentences. If the research now going 
on proves that lower-class children can be given a permanent boost of in- 
telligence and of learning ability at the age of 3 or 4, we will see the de- 
velopment of public nursery schools with this aim. 

4. Talent discovery and development programs at the junior and senior 
high-school levels. Probably a good deal of potential talent among lower- 
class pupils goes undiscovered by the usual testing programs. These boys 
and girls do not show up as well as their middle-class equals, and they are 
overlooked as candidates for honors courses and college entrance pro- 
grams in high school. They are likely to be found within the IQ range of 
100 to 120. A program of this sort is commencing in the Kansas City 
public schools, assisted by a substantial fund for scholarship aid. The 
youth who are being picked about the eighth- and ninth-grade levels have 
done average school performance, but are seldom outstanding. They need 
counseling and stimulation to think of college as a possibility for them. 
Their parents need information about the importance of a college edu- 
cation. 
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5. Work-study programs for maladjusted youth at the junior high school 
level. Under present conditions some 15 per cent of boys and girls fail 
to grow up successfully through the avenue provided by the schools. They 
become non-learners, and react either with hostility and aggression or with 
apathy to the school after about the sixth grade. In slum areas this propor- 
tion is likely to reach 25 or 30 per cent. They are alienated from the 
values and ways of behaving of the school and other middle-class institu- 
tions. It is these boys and girls who make school teaching so difficult at the 
seventh, eighth, and ninth grades, and who make the junior high school and 
the early years of senior high school so difficult for academically motivated 
youth, in schools where the status ratio is below the critical point. For 
alienated youth, especially for the boys, there is a good deal of experi- 
mentation with work-study programs which aim to give the youth a chance 
to grow up satisfactorily through the avenue of work. Most such programs 
commence with youth at the age of 16, when they are allowed to drop out 
of school if they wish to do so. Such programs appear to be having some 
success. Possibly better results will be achieved in programs commencing 
work-experience as a part of a school program as early as 14, or the eighth 
grade. 

A parallel type of program for girls who are the sociological sisters of 
the boys for whom a work-study program is desirable might be centered 
around the role of wife and mother which these girls will soon assume. 
Teen-age girls who fail and drop out of school are very likely to marry 
early. This is the "natural" thing for them to do, and the most direct path 
to womanhood. Yet they are poorly prepared for keeping house and 
rearing children. 

For such girls, who can be identified by the time they reach the eighth 
grade, a modified school program might be established with teachers who 
combine home economics knowledge and skills with ability and training 
of the sort which characterizes a social group worker. The teacher would 
organize the girls into a social group which could give them satisfaction 
and emotional support, while they learned what they could from the 
school. They would be encouraged to take part-time jobs as baby-sitters 
and other jobs which interested them, though jobs would not be regarded 
as of first importance. Primarily, they would be learning from their teacher 
who would be both a model and a guide to them. As they grew older, and 
some of them dropped out of school, they would continue to meet as a club 
under the leadership of their teacher, in YWCA or settlement house 
quarters if they did not care to meet in school. They would hold engage- 
ment parties and "showers" for prospective brides and mothers. Their 
club leader would be available to them as a counselor, who would help 
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tnem with individual counsel and with group study of the problems that 
concerned them most. 

This type of program is just as important, socially, as a work-study 
program for boys, though it does not get as much attention because girls 
who need this kind of help are not so obviously dangerous to society and 
to themselves as are the boys. A few cities are working in this direction. 
The "Wings" project in Philadelphia is an example. 

Increasing the Proportion of Mixed Class Schools 

Limiting the school program to improvement of lower-class schools 
while the process of economic segregation goes on in our cities is a tacit 
admission that "separate-but-equal" education is enough for lower-class 
youth. There are two groups of people who accept this proposition. One 
group consists of apathetic educators and social scientists who believe 
that we are caught in the working of social laws which will have their way, 
no matter what we do. They see economic segregation as inevitable. If 
they do anything at all, they try to improve the lower-class school in some 
of the ways indicated above. 

Another group consists of educators and social scientists with a keen 
social conscience and a deske for action, who have fundamental doubts 
about the success of a middle-class society in meeting the challenge of 
urbanization and industrialization. They seek to organize a working-class 
community to defend its way of life and to increase its standard of living. 
Even though they do not like the idea of economic or racial segregation, 
they accept this as a part of reality and attempt to build a strong militant 
lower-class community which knows how to cultivate its own interests in 
the modern city. In their view, the lower-class school needs improvement, 
but they would not trade it for a mixed-class school. 

The present writer subscribes to still another group, believing that we 
should increase the number of mixed-class schools and reduce the amount 
of economic and racial segregation in the schools and in the community, 
that the schools should be used as instruments for social urban renewal 

The members of this group are working to achieve all-class or mixed- 
class communities as the building blocks of the metropolis to come. They, 
in common with most city-planning specialists, believe that, by means of 
the vast expenditures to which our big cities have committed themselves 
for urban renewal, the new megalopolis may consist of a set of subcom- 
munities of 50,000 to 200,000 population which are relatively complete 
in themselves for the ordinary needs of family and cultural life. They 
believe that many of these communities should be cross-sections of the 
social structure of the larger society, with people of the upper, middle, and 
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working classes living in the same area. In particular, they want to rebuild 
the present slum areas to suit a population of middle-class as well as 
working-class people. 

This group does not believe that the city of the future will do away with 
all selection of one's neighbors and the playmates for one's children. There 
will always be subsegregation of people who want to live near one an- 
other. Thus there will be segregation not only in homes and apartment 
houses, but also in blocks and small groups of blocks. But economic or 
racial segregation by larger units of 20,000 or 50,000 or more is neither 
inevitable nor desirable. Smart city planners, wise community leaders, and 
creative educational administrators can find the way to the all-class com- 
munity and the mixed-class school. 

The community in which the present writer lives is an example of a par- 
tial attempt to create an all-class community. This attempt may or may 
not succeed. It would succeed if the citizens of the community deliberately 
decided to work for this goal. In this community there has been urban 
renewal of the physical sort tearing down slum buildings and putting up 
the kind of houses middle-class people like and can afford. For instance, 
the process of urban renewal erased from sight a 60-year-old, five-story, 
walk-up apartment house that had been cut up into so many small slum 
units that the place became known as Bedbug Manor. On some of the 
ground where Bedbug Manor stood, there is now a large modern air-con- 
ditioned apartment building, with busy traffic-ways on all sides of it, which 
is more-or-less affectionately becoming known as Monoxide Manor, in 
recognition of the many cubic feet of automobile engine exhaust gases 
released on all sides of the building at all times. 

We certainly are not sad because Monoxide Manor has replaced Bed- 
bug Manor, but we should be sad if the schools of this community lost 
all the children of Bedbug Manor and had only Monoxide Manor chil- 
dren in their place. 

Through low-cost public housing as well as through the natural ob- 
solescence of housing in that community, it is socially desirable that there 
be about as many homes for working-class families as there are homes 
for middle-class families. 

Probably we cannot expect every elementary school in the local com- 
munity to be a mixed-class school. Some areas of the local community 
will have older houses with lower rents, and will be inhabited mainly by 
working-class people. Other areas will be mainly middle class. But the 
high school serving this local community can be a mixed class school, the 
local public library can serve all kinds of families, the churches can draw 
all kinds of families, and the community can deliberately work to maintain 
itself as an all-class community. 
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The arguments for the all-class community and the mixed-class school 
may be summarized as follows : 

It is desirable that working-class and middle-class children should at- 
tend the same schools so as to : 

1. Give each group more understanding and liking for the other. 

2. Give working-class children the stimulation of competition and co- 
operation with middle-class children. 

It is desirable for Negro and ethnic and old-American white children 
to attend the same schools so as to : 

1. Help all groups develop feelings of equality and mutual trust. 

2. Avoid deep-seated suspicion and hostility by the minority groups, 
which suffer from discrimination in the past and often in the present. 

None of these results is likely to come from schools in which whites are 
in a vastly preponderant majority or a very small minority. A viable pro- 
portion of the various groups must be established and maintained. 

The Crucial Situation of the Public Schools In the Maintenance of Mixed- 
Class Communities 

At present every big city is becoming more segregated economically and 
racially, through the moving of middle-class people to suburbs or to 
middle-class areas in the city, while lower-class in-migrants take over the 
houses deserted by their former middle-class residents. If mixed-class 
local communities are to be retained in these cities, the middle-class people 
must quit moving out. And middle-class people are very sensitive to the 
status ratio of the school to which their children go. As the status ratio goes 
down toward the critical point, they get ready to move out. Only a school 
policy aimed at maintaining a status ratio well above the critical point can 
reassure them sufficiently to induce them to stay. The following parable 
illustrates what too often happens in this kind of situation. 

In a community called Ferndale there was a neghborhood of about 
500 families who lived in pleasant one-family homes in an area that had 
been built up since the Second World War. These people were mostly 
middle-class people, with a few skilled workers. There was a small num- 
ber of Negroes in this area also middle-class people and they were 
well accepted. Their children attended the local elementary school, the 
parents belonged to and were active in the Parent-Teacher Association, 
and the climate was favorable for a slow increase in the proportions of 
Negro middle-class families, but no sharp change was desired, because 
the white residents were satisfied with the situation and did not expect 
to move out. 
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The children from Ferndale attended the Franklin High School, which 
served eight elementary schools, and had been a mixed-class school for 
the past 20 years. However, recently an older part of the Franklin district 
changed rapidly from all-white to all-Negro, and so many of the houses 
were broken up into smaller units that the school enrollments increased 
rapidly and the status ratio dropped considerably in several of the ele- 
mentary schools. This process was repeated until the only elementary 
school that was not entirely Negro was the Ferndale School. Thus the 
Franklin High School became predominantly Negro and more and more 
working-class in composition. When Franklin High became 85 per cent 
Negro, and as the status ratio moved down, middle-class residents of Fern- 
dale became dissatisfied with the high school and began to talk of moving 
out. 

However, some of the leaders of Ferndale studied the situation and 
concluded that if their children could have access to a mixed-class high 
school that was also mixed racially, they would prefer to stay in Ferndale. 
Then they studied various possible educational plans, and finally worked 
out a plan for putting Franklin and three other high schools into one large 
high-school district, with at least one of the four high schools operated 
as a college-preparatory high school and open to children throughout the 
enlarged district, if their elementary school work was average or better. 
These people expected that under these conditions the great majority of 
their children would go to the college-preparatory high school, which 
would be a mixed-class and integrated school. 

The Ferndale group presented their proposal to the Board of Educa- 
tion, but it was ignored. Privately, members of the Board and administra- 
tors in the school system said that there were two objections to the Fern- 
dale proposal. One was that it would be very difficult to administer an 
enlarged high-school district with four high schools serving different kind 
of pupils in different ways. They could see many problems in such an 
arrangement, and they preferred the time-tested tradition of one high 
school to a definite geographical district. The other objection was that 
the proposal of the Ferndale people would involve the Board of Education 
in the process of urban renewal, which was none of their business. They 
said that their business was to give the best possible education to the chil- 
dren that came into the schools, regardless of their race, creed, or color. 

Then the residents of Ferndale said one to another, "There is nothing 
more to do. We shall have to move away so as to get our children into 
the kind of high school we want for them." The white residents sold their 
homes and moved out. Their places were taken by Negro middle-class 
people who were sad to see their white neighbors disappear, but were glad 
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to live in such a nice area, and to inherit the Feradale elementary school 
which continued to be a middle-class school. But the Negro middle-class 
parents were also unhappy about Franklin High School, which was a 
lower-class school. Some sent their children to a private non-denomina- 
tional school. Others sent their children to a Catholic parochial high 
school that was mixed-class in composition. And a good many sought an 
opportunity to move out to a suburb or to a neighboring area which was 
mainly white and had a middle-class high school. 

Ferndale gradually decreased in attractiveness as a residential area, as 
the houses grew older and the middle-class people left to go "next door" 
into the middle-class area of Southdale, where the high school was more 
to their liking. But Southdale high school began to change as two of its 
tributary elementary schools became slum schools, on another edge of 
the district, and the status ratio began to fall. Some of the Southdale com- 
munity leaders asked a social scientist who was a specialist in community 
analysis to help them to understand their community., and to help them 
create a stable mixed-class, integrated community. The social scientist 
gave them a report on the trends that were under way, and predicted that 
within five years Southdale would be an all-Negro community, and one 
most attractive to Negro middle-class people. When some of the leaders 
asked him for advice on an active program to prevent this from coming 
to pass, he advised them to learn to live with the inevitable. 

Meanwhile the school administrators and the Board of Education pre- 
sided over the schools in a city which passed the 50 per cent mark in its 
proportion of Negroes, and became two-thirds working class in compo- 
sition. They worked unceasingly and unselfishly to make the schools as 
good as possible for all the children, regardless of economic status, creed, 
or color, but the schools became increasingly lower-class and Negro. 

Schools and Urban Renewal 

If the process described above is to be prevented from occurring again 
and again in our big cities, certain educational policies will have to be 
worked out and adopted for a transitional period of perhaps 20 years. The 
goal of these policies should be to stop the flow of middle-class people 
from the central city, and to encourage the formation of mixed-class and 
integrated communities of 50,000 to 200,000 in population. 

The procedure for defining and establishing such policies might well 
be a citizens' committee or round-table in each local community area, 
which would study the community and work with the school administra- 
tors in devising appropriate educational policies. Such a citizens' organi- 
zation would be essential for establishing mutual trust and understanding 
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between the different racial and economic groups making up the commu- 
nity. Groups like this might work together to support the following types 
of educational programs. 

1. A set of regional high schools generously selective on the basis of 
intelligence and school achievement so as to be open to the top third of 
the high-school-age group. Admission to these high schools should be 
controlled so that no school would have less than 60 per cent white stu- 
dents and every school would have a status ratio higher than 0.6. By the 
end of the transitional period these schools would probably become com- 
prehensive high schools serving local communities and open to all high 
school students. 

2. A set of work-study centers at the junior-high-school level for boys 
and girls who have demonstrated that they cannot profit from the regular 
academic high school program. These centers should be located in junior 
and senior high schools but run on a separate schedule. They should en- 
roll 10 to 20 per cent of the school population between the ages of 13 or 
14 and 16, but enrollment should drop as the elementary schools improve 
their kindergarten-primary programs. 

3. A set of general high schools with strong commercial and voca- 
tional training programs for young people who are not attending other 
types of schools. By the end of the transitional period they would prob- 
ably merge with the selective schools into comprehensive high schools 
serving local communities. 

4. Special attention at the kindergarten-primary level to children from 
culturally and emotionally inadequate homes so as to give these children 
as good a start in school as possible, thus reducing the number who would 
later go to the work-study centers. 

5. A set of pre-school centers in areas where many children live under 
conditions of emotional and intellectual deprivation. These centers would 
supplement the homes in an effort to give children a better start in school. 

6. A set of regional junior colleges so located that there would eventu- 
ally be one in each local residential community. 

7. An adult-education program on an area-wide basis, a program that 
uses junior colleges and branches of the public library, a program that 
exploits the educative potential of the metropolitan area and seeks to 
make adult education available to all kinds of people. 

A program such as this is an essential part of any rational plan for urban 
renewal. The educational system is inextricably bound up with the fate 
of urban renewal. And urban renewal is necessary to make our democracy 
work. 
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Old Problems, 
New Faces, and 
New Standards 



For some reason, the city has had few strong and articulate supporters 
among the intellectuals. The good life and city life are seldom seen as 
having a close relationship. Even such urban apologists as Lewis Mum- 
ford and Jane Jacobs are nostalgic for an earlier form of city life and are 
deeply concerned about the present city. The only supporters of the city 
are the tens of millions of people in every country of the world who have 
chosen, and continue to choose to live in the city. Perhaps a death wish 
is attracting them to their ultimate doom, or perhaps the intellectual has 
not fully understood the city. 

The early history of sociology was characterized by repeated attention 
to a polarity in social organization which tended to convey a negative 
evaluation of the city. Although each sociologist developed his own con- 
cepts, and emphasized somewhat different aspects of the problem, the 
differences between them were largely in detail, not in kind. Toennies used 
the concepts gemeinschoft and gesellschoft; Durkheim, "Mechanical" and 
"organic solidarity"; Spencer, "military" and "industrial"; Becker, "sa- 
cred" and "secular"; Maclver, "community" and "society"; Sorokin, "tra- 
ditional" and "atomistic"; and Cooley, "primary" and "secondary groups." 
In these polarities, one type of social organization was characterized by 
relative smallness in size, by a high rate of interaction between members, 
by association of members around a number of different points of interest, 
by affective contacts, and by relative independence of other social systems. 
The second type of social organization was characterized by a high divi- 
sion of labor, impersonality and contractuality in social contacts, single 
purpose association, rationalism and bureaucratization, low dependence 
on tradition, and lack of autonomy of units within a larger system. 

These concepts were presented as analytic tools, to be used in historical, 
cross-cultural, and intra-societal studies; and the movement from the first 
type of social organization to the second was seen as the direction of his- 
tory and the wave of the future. Although the tone communicated in the 
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references to the second pattern of social organization was not as explicit 
as may be found in the writings of the agrarian fundamentalists, it is clear 
that a valued type of society was giving way to a much less desirable 
system. 

Other writers of this period were quite explicit as to the ultimate out- 
come of this historic trend. Scott Greer summarizes the positions of Or- 
tega and Spengler as follows: "Ortega saw the hierarchial orders crum- 
bling beneath the waves of economic and political democracy, and prophe- 
sied the state of the masses; western culture would perish under the on- 
slaught of the vulgar. Spengler spoke of the death of culture in the cities 
of the Autumn, social products of a loss of nerve that would lead, in the 
end, to Caesarism and the deification of massive power." (1). 

None of these scholars chose to use the concepts of rural and urban to 
convey what they wanted to say, but their detailed analyses are full of 
explicit references to rural-urban differences. In a sense the new city was 
the clearest expression of the society which was coming into being. Among 
more contemporary writers, the suburb has been the concept more fre- 
quently used as a synonym for the mass society. 

It is in this context that the demographic reports, showing slow rates of 
growth or even decline in total population for some of the larger legal cities, 
have been received with a certain sense of satisfaction by those who have 
not been able to emotionally or intellectually accept the city. Usually 
ignored is the fact that the reported stabilization or decline is an artifact 
of the choice of the unit which has been selected for the reporting of data. 
In fact, many of the purported problems of the city are functions of the 
concepts which are available for us in considering the city. 

One of the assumptions of the present paper is that we are in great 
need of a new conceptual framework for use in considering the social unit 
which we loosely call the city. Existing concepts which have largely grown 
up in context discussed above have been demonstrated to be inadequate 
for purposes of research, as well as for discussion of interested citizens 
and those involved in public action. Such terms as neighborhood, com- 
munity, city, urban, rural, suburban, exurban, rurban, satellite cities, 
urban regions, metropolitan areas, and megalopolis do not provide a com- 
mon framework for discourse. For example, a political decision reached 
in one area, to extend the boundaries of a legal city to incorporate adjacent 
areas, results in reported growth of a city; whereas a city such as New 
York, where no such decision has been reached, is reported as declining 
in population. 

The problems we are now facing in urban areas are essentially current 
expressions of the same problems we have been facing for a century or 
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more. However, the new standards which we have developed have made 
us discontent with our existing programs, and we are seeking new courses 
of action which are adapted to the special characteristics of the new popu- 
lation groups which make up our cities. The problems about which we 
are concerned are no less real nor urgent if they are current expressions 
of old problems. The new standards are no less appropriate because they 
are new, and the needs of the new migrant groups are as worthy of public 
attention as their predecessors. The major intent of the present writer 
is to shift the focus of attention from what are sometimes thought to be 
new problems to the new element in the situation the new standards. 
This proposition is believed to obtain for many dimensions of city life. 
Our attention is of course focused on education, but other areas will be 
considered as they are relevant. 

As a framework within which to consider education in the city, the 
three major approaches to the study of the city which have characterized 
American sociological thought will be used. These three have appeared 
at somewhat different periods in time and are still employed by different 
scholars in varying degrees. These three are ecology, social structure, and 
social process. The social survey approach is not included, although it 
played an important role historically, since its theoretical character was 
very limited and since it is not believed to be of importance in the analysis 
of education in the city. In a sense, studies such as Conant's Slums and 
Suburbs are in this tradition and are believed to have limited utility in 
advancing our understanding of the problem. 

Ecology 

This is not the place for an analytical and evaluative examination of 
the ecological approach. However, certain key elements need to be iden- 
tified in order that the implications for education may be more readily 
understood. In essence, the ecologist is interested in the identification of 
personal attributes and patterns of social interaction as they are located 
in space. The sociologists are generally interested in the identification of 
regularities in human behavior, and to this concern is added the material 
setting. Hypothetically, this may apply to all levels, from primary groups 
to international relations. In practice, this approach has been used most 
extensively in the study of cities and their environs, and the majority of 
such studies have used American cities as their units of study. 

From the studies which have been made using this approach, a series 
of conclusions have been reached which are largely descriptive in char- 
acter: 
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1. Segments of cities may be identified which are relatively homogene- 
ous in character. 

2. These segments have a patterned relationship to each other, includ- 
ing concentric zones, sectors, and multiple-nuclei. 

3. These segments have a functional relationship to each other within 
the larger context of the city as a social system. 

4. These segments are not fixed but are in a constant process of change. 
The processes involved have been described through the use of such con- 
cepts as invasion, succession, assimilation. 

5. The attributes which are socially relevant in the determination of 
the homogeneous character of a segment are a function of the values of a 
particular population. The color of one's hair is not a factor, since this 
is not a value which expresses itself in human behavior. Over time, re- 
ligious identification may decline as a discriminating variable and be re- 
placed by social class. 

6. The location of individuals in a city has not been historically a con- 
sequence of explicit public control but is largely a self-selective process 
based on manifest and latent structures. 

7. Legal boundaries of cities are of limited sgnificance in the separa- 
tion of one segment from another, except where such boundaries introduce 
significant structural differences. Quinn's hypothesis of median (loca- 
tion) is an expression of the operating principle. This generalization at- 
tempts to account for location of urban activities at those points which 
involve the least cost and effort to the persons involved, 

This approach to the study of the city is more than four decades old, 
and although its limitations as a complete framework for studying the 
city are generally recognized, its utility is accepted by urban sociologists. 
With this brief statement in mind, attention may now be given to current 
discussions of the city and education. 

One of the themes of the alarmist is that the city is dying and that it is 
in urgent need of rather drastic attention if it is to survive. In this con- 
nection, one of the facts referred to is the decline of population in the 
central segment of the city and the identification of other segments as gray 
areas. The facts of the case are just the opposite. It is the vitality of the 
city which has given rise to the population change. The problem is in the 
definition of the city. If one ignores the city boundaries, as most people 
do when they move, we see that all of the larger cities of the country have 
continued to grow, and to grow rapidly during the past decades. The logic 
of the case of those who are concerned about the decline of population 
in the central segment of the city is apparently that specialized, non-resi- 
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dential functions, such as offices, stores, industries, and service units 
all of which require space, ought to continue to expand as they have and, 
at the same time, that the residential population ought to continue to grow. 
In other words, the central segment ought to experience endless increases 
in density. This can only mean one thing: in the smaller and smaller resi- 
dential areas which are left as more property is used for non-residential 
purposes, the density of population ought to increase. This is, of course, 
technically possible; apartment buildings the size of the Empire State 
Building could be erected, but this is not the only alternative. In fact, the 
historic tradition as shown by the ecologists is that the alternative of move- 
ment from the central core out to one or the other segments will be taken 
by former residents of the core. But have such movers left the city? Ob- 
viously not. They may have left the legal city, but not the sociological 
city. If one considers the full range of human activity from family life, 
to religious, recreational, and economic activities, it is clear that political 
identifications and activities constitute only a small segment of the total 
concern of most people. One may still behave as if he lived in New York 
City, even though the neighborhood where he lives is some distance re- 
moved from Times Square, whether in Bronx Park or across the city line 
in New Rochelle. 

If the legal boundaries of cities can be ignored by the analyst as they 
are by the people he is studying, it becomes clear that the processes of 
movement which the ecologist first studied inside the legal boundaries of 
cities are continuing to open in much the same fashion. The flexibility 
which the automobile provides has made possible less dense settlement 
than was true earlier, and has also facilitated movements laterally within 
rings, rather than only toward the central city. Again, this is simply an 
extension of a process which has been present before. 

Assimilation of Migrants 

It is unnecessary to discuss in detail the extensive experience of Ameri- 
can cities in absorbing new immigrants into the life of the city, and, in 
time, moving them from the original points of settlement outward from 
the central core. Obviously, our cities have been made up of foreign and 
rural immigrants since such immigration began. With the restrictions on 
foreign immigration for the past forty years, and with the decline in the 
opportunities in rural areas for gainful employment, the cities have in- 
creasingly relied on the rural migrant as the major source of unskilled 
workmen. Millions of such rural migrants have been absorbed into the 
urban population in the past, and will continue to be absorbed in the 
period ahead. Those of us who are one generation removed from such a 
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status do not always look with hope on the prospects of the new rural 
migrant, but there is no change in our social structure which stands in the 
way of such absorption. 

For the first time in our history we are facing the very real possibility 
of a drying up of the sources of the new lower class for our cities, since 
we are not likely to open our doors again to foreign immigrants. The 
number who can come in under the existing quota system becomes de- 
creasingly significant as the total population of this country expands. 
Political refugees, such as the Hungarians and the Cubans, and in recent 
days, the Chinese, are special cases of short-term influences, but their 
impact on the total population is minor. At the same time, the traditional 
internal source the rural migrant is becoming a smaller and smaller 
pool while our existing urban population is assuming greater magnitude. 
A surplus rural population will continue to exist for a period ahead. Areas 
of subsistence agriculture still exist, and cities will continue to receive both 
the parents and the offspring of such families. Increased efficiency in agri- 
culture will be achieved ai the price of squeezing the marginal farmer 
oS the land, and the remaining farm families will have some children who 
cannot find a place in agriculture. However, the migrations of the past 
two decades have taken a significant proportion of this population. 

The educational level of the rural population has been rising rapidly 
in the past two decades. The adjustments involved for such migrants will 
become less difficult in the future than they have been in the past. This 
is true for the Negro and the Puerto Rican migrants, as well as the hillbilly. 

Negro migrants. Special attention needs to be given to the Negro mi- 
grant to the larger cities, whether coming from rural areas or southern 
cities. It is evident that his absorption into the urban pattern will not be 
as easy as that of some other groups with less visibility. We do face the 
possibility that the new lower-class segment of our cities in the generation 
ahead will be largely Negro for a generation, and one of our democratic 
tasks will be to live through this period in such a manner as to avoid the 
stabilization of the class structure with a predominately Negro lower class. 

In the framework which has been used thus far, the question is whether 
the new migrants, particularly the Negro, will experience the same 
pattern of residential and social mobility which has characterized the 
earlier streams of migrants to the cities. Unfortunately, we have not had 
enough carefully done studies of the middle- and upper-class Negro. Even 
so, past experience may not be a fully adequate guide to the future, since 
legal structures have been established which did not exist earlier. In addi- 
tion, the political strength of the Negro, associated with his ecological po- 
sition, constitutes new elements in the situation. 
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A comparison of the present and future Negro urban population with 
other immigrant groups cannot be made as exact parallels. The case of the 
Irish may, however, be instructive. The Irish peasants who were forced 
off the land were an unlikely lot, who came to the cities of the United 
States in large numbers over a relatively short period. Their assimilation 
proceeded at a slow pace; they had no useful skills at the outset and were 
not interested in education. For a generation or more, they were con- 
sidered to be a very low form of human life, without much prospect of 
change. Their areas in New York City were characterized by lawlessness, 
juvenile gangs, great poverty, and very poor health. The public image 
which they created was far worse than the current references to the slums 
of our present cities. For many other immigrant groups, one generation 
was enough for changes to begin to occur. However, the change was much 
slower for the Irish. By the time of the large immigrations of the eastern 
and southern Europeans, at the end of the nineteenth and the beginning of 
the twentieth century, the Irish had begun to move up, but their identity 
persisted during the period in which the Italians, Poles, and Russians were 
becoming established. After a relatively slow start, they have achieved a 
state of great respect, as may be seen on St. Patrick's Day when the green 
is worn by persons of almost all backgrounds. 

Our melting-pot image of the assimilation of the new immigrant has not 
been characteristic of the experience of several groups. Their differences 
have been matters of pride, and they have not chosen to be assimilated, 
even when the way was open for them. Many Jews, Chinese, Japanese, 
and other ethnic and religious groups have retained their identity over a 
long period of time in the American society. Within such groups there 
may be well-established class differences. There is no necessary reason to 
believe that the Negro must lose his identity as a Negro in order to be as- 
similated. 

The increase in the non-white population in the central core of the 
larger cities has, of course, been dramatic during the post-war period. 
However, the rates of increase in the areas outside of the cores have been 
substantial also. During the decade from 1950 to 1960, the percentage 
increase in non-white population in the inner and outer rings of New York 
City has been substantially greater than for the white population, and this 
has been the experience of every county in both rings. It is not assumed 
that these increases are made up entirely of middle- and upper-class Negro 
families who have moved to the suburbs. However, part of this increase is 
precisely this, and a careful analysis of the detailed characteristics of such 
areas, which will soon be available from the U.S. Census, ought to provide 
a clearer picture of this migration. 
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Educational Issues and Ecological Analysis 

A number of educational issues of varying degrees of significance are 
illuminated by the ecological approach to the study of urban life. Some 
of these are listed below with brief comments. 

1 . A central administration is faced with the fact that differing levels of 
interest in education are not randomly distributed throughout the city but 
will vary from zone to zone. Because of this, the administration is likely 
to be subjected to substantially different levels of pressure from the zones 
in terms of their levels of interest in education. Those areas from which 
the least organized parental pressure comes are the areas in which the 
educational level of parents is low, and the commitment to education on 
the part of the pupils is least. 

2. A counterforce to this grows out of the fact that all the zones are 
part of an integrated system under one administration, and standards 
which are set for the system will, in a measure, apply to all. In this way 
the lower-class zones, or those areas in which subcultural groups live who 
have a lower commitment to education, will likely receive a higher level 
of educational service than would be the case if such groups were an in- 
dependent group in a small town with responsibility for its own adminis- 
tration. To the extent that this obtains, its ecological position may be 
seen as a determining factor. 

3. Since teachers also make choices as to their residence in terms of 
values shared by the community, it is to be expected that teachers will not 
live in either the high-income or the low-income areas of the city nor in 
areas which are populated by subcultural groups different from their own. 
This, in turn, limits the extent to which they may become significant per- 
sons in areas of experience other than the school activities. 

4. An area served by a particular school is likely, over a period of time, 
to experience ecological succession, and the changing character of the 
population makes difficult the development of local leadership for sup- 
port of educational as well as other local activities. Similarly, a rapid turn- 
over of students creates a very real problem in the planning of a school 
curriculum designed to serve a particular group of students. This becomes 
especially difficult when the new students coming in are of a different racial 
or language group. 

5. A related problem is the determination of a basis for establishing 
the boundary lines which a particular school is to serve. Since the process 
of invasion and succession is a continuing one, any basis on which the 
boundary lines are drawn will result in changes in the composition of the 
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student body. Even if one wanted to maintain a mixed student body as a 
matter of policy, this would in many instances involve shifts in the bound- 
aries, since mixture in housing would only by chance happen to match the 
mixture desired in the school. 

6. Since city boundaries are usually not adjusted to correspond to the 
continuing out-movement of families, the large city district finds itself 
surrounded by a number of small districts. The school systems which are 
adjacent to each other, but across city boundary lines, may be serving very 
similar students. 

7. Particularly acute problems come when the ecological pattern of a 
city is characterized by sectors, or multiple nuclei, which throw families of 
widely different class levels into the same school district. This is likely to 
occur near the central part of the city where luxury apartments are near 
tenements. Although the families in luxury apartments are likely to have 
fewer children of school age, they will, nevertheless, have some children 
to be educated. Many such families may choose to send their children to 
private schools. 

8. Implicit in several of the previous issues is the question as to whether 
any particular school is to be viewed as an integral part of a particular 
neighborhood, and to serve as a community center. Conflicting tendencies 
are to be found in the philosophies and practices of large city schools. In 
some instances, a number of actions are taken which are designed to facili- 
tate identification of a school with the area it serves. In order to give 
expression to this point of view, an effort is made to locate the school with 
boundaries that roughly correspond to a neighborhood. Then the neigh- 
borhood changes, or under pressure for mixed student bodies or for open 
enrollment, the concept of the community school begins to break down. 

9. The issue of open enrollment may be seen in the ecological frame- 
work as a form of invasion in one institutional area education which is 
not reinforced by other dimensions of social behavior. As was noted in 
the first of this series of comments, areas of a city differ in the degree to 
which parents and students are committed to education, and the quality 
of the educational experience differs accordingly. The policy of open 
enrollment has been expressed primarily in terms of access of Negro 
students to schools which are judged to be better schools than those which 
they have been attending. The same principle might well apply to white 
families in lower-class areas, who might want their children to go to schools 
which are in middle- or upper-class areas. It is likely that the Negro 
parents who choose to send their children into another school district are 
upward mobile parents whose opportunities for living in areas commensu- 
rate with their class position has not been limited. 
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Social Structure 

Attention will now be turned to the second approach which sociologists 
have used in studying the city. Since these approaches are not entirely 
mutually exclusive, some of the observations made earlier will apply here 
as well. During the period from about 1925 to 1950, a series of studies 
were made of American communities, in which the focus of attention was 
on broadly structural characteristics. In general, this involved the identi- 
fication and description of the social class and sub-cultural dimensions of 
the unit under examination. The first major study of this type was the 
Robert Lynd study of Middletown, in which he identified two major units : 
the business class and the working class. These groups were described 
in terms of the behavior in the community context within major institu- 
tional areas family, religion, economics, politics, recreation, etc. Over 
a period of time, additional studies appeared by Warner, Davis, Hollings- 
head, Dollard, Cayton and Drake, and others. 

It should be pointed out that this approach was never used in studies 
made of large cities. Cayton and Drake studied the Negro in Chicago, New 
Haven, and Newburyport, Massachusetts. However, the conclusions 
reached in these studies have been widely, and, it is to be feared, loosely 
used in describing large cities. 

As in the case of the ecological analysis, no effort will be made here to 
describe in detail the conclusions reached through the use of this approach. 
In general, the scholars who used this approach found: 

1. Within American cities, a number of distinguishable strata (usually 
five or six) were found, whose basic styles of life were judged to be dif- 
ferent. 

2. Class membership expresses itself in social interaction patterns in 
the various institutions of the community. 

3. Associated with class membership is a set of attitudes and values. 

4. Mobility usually involves movement from one class level to an 
adjacent class level over one generation, but on occasions, movement may 
take place over two or three class levels. 

5. Although wealth and income are usually good indicators of class 
position, the more important indicator is the way in which one makes his 
living. Since education is associated with occupations, educational level 
is another good indicator of class position. In addition, educational level 
may be associated with values, aspirations, and general style of life. In 
situations where reputational data are not available, such factors as occu- 
pation, income, education, and type and location of residence may be used 
to estimate the class position. 
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6. The class strata function in a complementary fashion to each other 
in a community social system. This necessitates the existence of at least a 
minimum set of common values shared by all. 

A number of good critiques on the research of social class have been 
made in recent years. These critiques have dealt with methodological diffi- 
culties, as well as theory and interpretation. As noted earlier, one major 
unanswered question is the extent to which the class approach has meaning 
in the large city. That social differentiation exists in the city is quite clear, 
but the appropriateness of social class as the important variable is an- 
other matter. Another major difficulty is the tendency toward reification 
of the concepts. As the term "middle class" is used, for example, it is not 
always clear whether the user is thinking of it as a concept, an analytical 
tool, or as a thing. Whether used as a conceptual tool or as a term with an 
existing referent, the grossness of the categories is frequently forgotten so 
that lower class or middle class is assumed to refer to a very homogeneous 
set of attributes. There is certainly nothing in the research literature to 
suggest this. However, in the process of reporting the central tendencies 
of the characteristics of various classes, the researchers have conveyed to 
the uncritical reader an impression of very discrete categories, rather than 
a continuous distribution. 

Educational Implications of the Social-Structural Approach to the City 

One of the cliches in educational circles is that teachers are middle class, 
and that this personal attribute constitutes a difficulty in the achievement 
of educational goals, particularly for lower-class children. This point is 
usually made with reference to the urban teacher who is working with 
lower-class children. Several aspects of this proposition warrant more 
serious attention than is customarily given, since it is my belief that a 
number of the underlying assumptions of such statements are subject to 
question. 

The first aspect of this question is the class position of the teacher. As 
noted above, the categories of class position are, at best, crude and ex- 
tremely gross. The teacher's educational level tends to be relatively high, 
prestige in occupational ratings relatively high, but income only average. 
The social origins of teachers cover a wide range, particularly among wo- 
men. One may choose to say that the general style of life and the value 
systems of teachers are like those in the society with a similar education, 
income, and occupation. However, at best this is a gross statement, and 
the variation among teachers on personality factors may turn out to be 
of much greater significance than structural position. 

Of greater significance in structural terms is the nature of the social 
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system of which teachers are a part. If each teacher were to recruit his 
own students, devise his own set of activities for a particular group of stu- 
dents, set his own educational goals and evaluate them in his own terms, 
the special values of the teacher might be of great importance. This, of 
course, is not the case. The teacher is a member of a bureaucratic system 
in which the basic content which he teaches, the norms of behavior of 
students and teachers, the goals of teaching, and the evaluation of stu- 
dents, are established for all to follow. And these are, by and large, not 
established locally, although each school system varies in detail. Indi- 
vidual teachers do from time to time reject these norms, but the system 
functions as it does because these are the exceptions. In other words, 
school systems are organized to achieve goals which are thought to be rele- 
vant to all those served, and the system is designed to protect the individual 
student against the caprice of the individual teacher. 

But, it is argued, the whole school system is middle class in its orienta- 
tion, and so the very system referred to above simply reinforces the 
middle-class bias. Under examination, this point of view may be more 
accurately seen as arguing that the organization, content, and goals of 
school systems are not, among other attributes, lower class in character. 
To thjg point of view, there can be no disagreement. That middle- and 
upper-class people in our society place more value on the content of the 
school curriculum than many lower-class people do is quite a different 
matter from saying that the school curriculum is middle class. (Note that 
most statements of this sort do not say both middle and upper class.) 

The consequence of the operation of an educational system has been 
historically to move many members of the lower-class population to higher 
strata. The development of the large strata that is called middle class is 
closely related to the successful functioning of an educational system in a 
free society. However, the negative connotations which are assumed when 
the statement is made, "the schools are middle class oriented," and the 
assumption that this is an adequate, complete, and exhaustive statement 
in describing school systems are points of view which seem to me to be 
unsupported in fact and a substitution of slogans for critical examination. 

An illustration of the difficulty in the misuse of sociologically derived 
social class data may be found in the arguments centering around the use 
of the IQ. In the recent book by Patricia Sexton (5), the author argues 
that school systems ought to abandon completely the use of the IQ meas- 
ure, since the test is not free of cultural influence in its content. Again, the 
term "middle class" is used to refer to the bias which such a test in an 
insidious way is supposed to contain. The IQ measures have been used in 
in ways which are quite at variance with their qualities. But the fact that 
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they do measure abilities in those areas around which school systems are 
organized seems to be well established. It is worthy of note that Dr. Sexton 
does not seriously question these purposes of the school system, but, in 
fact, wants to insure that lower-class students are not denied the oppor- 
tunity to take part in them as fully as all other students. 

The sociologist in his emphasis on the social structure of communities 
has served both a clarifying and a confusing role. By emphasizing the 
social class character of American communities, he has brought tc the 
attention of educators a dimension which is of great importance. He has 
helped teachers to see that individual differences among their students are 
not simply idiosyncratic personality variables, but are also functions of 
structural aspects of a social system. The shock which this literature has 
created in student teachers, and their strong feelings that social class dif- 
ferences ought not to be tolerated, is testimony to the educational value 
need which this approach has provided. Unfortunately, the underlying 
theoretical approach for which social class is one expression has not been 
as fully understood. The significance of social structure for the behavior 
of students and educators is only dimly seen by many. In the process, 
social class has been used most extensively in the consideration of popu- 
lation groups in the large cities, in spite of the fact that the research to 
date has not been done in these cities. Whether, in fact, social class is as 
important a variable in the large city as in the smaller cities and towns is 
yet to be determined. Certainly, ethnic, religious, and subcultural groups 
in the large cities are of great structural significance, and the relation- 
ship between this order of variable and social class awaits intensive 
exploration. 

A good illustration of the significance of factors in educational achieve- 
ment, other than social class, may be seen in the recent report of the 
colleges which have been most productive of graduates who subsequently 
completed Ph.D.'s (7). The colleges with the highest rates were City 
College, Brooklyn College, and Queens College, of New York City, and 
Brigham Young University and the University of Utah in Utah. In each 
of these instances, a high proportion of the students enrolled in these 
colleges were members of religious groups who place a very high value 
on education. In fact, in both instances, the occupational backgrounds 
and other traditional measures of the class positions of the parents of 
these students were of an order which is generally associated with much 
lower educational aspirations. This same point was clearly shown in the 
analyses of differential patterns of educational attainment in the various 
states of the Union in 1950. 

In the earlier section dealing with ecology, the structural position of 
the Negro was referred to. As was noted there, the problems of residential 
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mobility and of social mobility need to be seen as different problems. Re- 
stricted housing policies tend to blur the differences. In addition, there 
is a question as to whether the middle- and upper-class Negro has the 
same sense of identification with lower-class Negroes which characterized 
earlier immigrant groups in the process of their assimilation into the class 
structure of our cities. Having placed a value on desegregation, those 
who arrive at a position where it is easier for them to live in a desegregated 
fashion seem to find it difficult to furnish leadership for those who are 
still living in a situation of segregation. On Long Island, during the period 
of election to local school boards hi the spring of 1962, Negro candidates 
were present on the tickets in five different suburban communities. Ne- 
groes are on several school boards in suburban schools in New Jersey 
and New York. Whether there is as great a concern about the educational 
advancement of Negro youth in the city by middle- and upper-class Ne- 
groes is not clear. 

Social Structure and Educational Issues 

In the preceding discussion, some general problems of the relationship 
of social structure analysis of the city have been identified. In the section 
below some of the more concrete issues are listed. 

1. The distinctive strategies which are necessary in order to take into 
account the varied cultural backgrounds of students in a large city pose 
special problems for a large bureaucratic system. One manifestation of 
this difficulty is apparent in the recent negotiations between the Board 
of Education in New York City and the representatives of the teachers. 
The Board wanted to provide a special system of recognition for those 
teachers who were working with special groups of students, but the teach- 
ers' representatives insisted upon the maintenance of a uniform salary 
schedule. 

2. The existence of a widely differential social structure, such as is 
usually found in large cities, creates an almost irreconcilable strain be- 
tween alternative approaches to the curriculum. For example, Mr. Con- 
ant wants an extensive vocational program for those students from the 
slums, even at the risk that this may extend the already existing differences, 
and a Higher Horizons type program seems to work on the premise that 
any existing differences as products of the cultural backgrounds of stu- 
dents ought to be evened out through deliberate actions by the school 
system. This strain between these two approaches is also evident in the 
study of Big City by Dr. Sexton, who advocates both approaches at differ- 
ent places in her book, without fully appreciating the different premises 
on which they are based. 
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This strain may be seen in an analogous setting outside of the city. 
Rural schools have been faced with the dilemma of providing an educa- 
tion which will serve the purposes of those who choose to stay in agricul- 
ture and those who migrate to the city. If the choices were made by rural 
youth early and were fixed for life, the development of the curriculum 
might be easier. However, the choice may not be made until after the 
completion of high school. In a sense, the urban school has to prepare 
for social mobility, but for those who are not interested, or do not have 
the competence, the school must also provide a relevant program. How- 
ever, this choice is not one which the school can make for the student, and 
the timing of the choice may, or may not occur during the period when 
the student is under the care of the school. 

3. By virtue of the sheer largeness of the population in a big city, 
there are enough deviant groups to make possible and even to encourage 
the establishment of special units to meet the special needs of such groups. 
To the extent that such deviancies are functions of the social structure, 
these special units may be seen as class based. In smaller systems, it is 
more difficult to segregate the deviant. 

4. Similarly, the population size facilitates the establishment of alterna- 
tive educational structures to the public school system if there exists in 
the city significant numbers of subcultural groups who want to maintain 
their separateness. For example, large cities make possible highly de- 
veloped parochial systems, even to the point of special teacher-training 
institutions, and other supporting services. The public school becomes 
a residual unit for such groups in that those students who are excluded 
from the parochial system are in the public schooL 

5. Since the character of the social structure has been changing over 
our history from a pyramid with a rather broad base to a diamond shape 
with heavier concentrations in the middle ranges, our "old problem" of 
reaching the lower-class segment is seen as if it were a new problem. We 
no longer take it for granted that a large number of children will receive 
little education. In an earlier generation we were concerned about increas- 
ing the proportion of children who were enrolled in schooL Our current 
problem is a much more refined one how to keep the student at the upper 
secondary level from dropping out of school. A full length book, reporting 
on a special research study of this problem, has just been published. In 
essence it is the old problem in its modern form, but with our new stand- 
ards, we are no longer comfortable with the norm of a previous day. John 
Gardner, in his annual report of the Carnegie Foundation, and more re- 
cently Mr. Conant, have been urging schools to extend their responsibility 
for vocational guidance until students have reached the age of twenty-one. 
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Higher standards of educational service are thus being proposed, going 
much beyond earlier practice. 

Social Process Approach to the City 

The most recent emphasis in community study has been on the dy- 
namics of the community as a social system. This is not to imply that 
the earlier approaches ignored this dimension. Lynd in his second book, 
Middletown in Transition, continued his earlier structural emphasis but 
gave much more attention to the processes within Middletown. However, 
a new set of questions has been raised in recent years. The major focus, 
and the one to which specific attention will be given here, is that of the 
decision-making process in the cities. During the past decade there has 
not been a study which falls clearly in the category of social structures as 
used above, but there have been a number dealing with decision making. 
Many of these have dealt with cities of substantial size. 

Hunter's studies of Atlanta, Georgia, and Salem, Massachusetts; Kim- 
ball's Talladega Story; Rossi and Dentler's study of decision making 
around urban renewal in Chicago, and other studies in Syracuse, New 
Haven, and El Paso, have explored decision making as a community proc- 
ess. Murray Ross in his book, Community Organization, and James Cole- 
man, in Community Conflicts, have explored this process on a more theo- 
retical level. 

In general, two different patterns have been identified. Whether, in 
fact, there are two patterns or simply two different results as artifacts of 
the different methodologies is still a matter of debate. Hunter in his two 
studies has advanced the proposition that a small group of residents serve 
as multiple-issue leaders. All issues of any significance for the community 
must receive their attention before action can be effectively taken. Al- 
though they may not initiate the directions of action, their support is neces- 
sary for such actions. And so the community power structure is charac- 
terized by a small group at the top who serve as the focal point for com- 
munity decision making in all important areas. 

An alternative proposition holds that each major institutional area in 
a community has its own distinctive group of opinion leaders and deci- 
sion makers. Some overlap may occur, but the degree of overlap is small 
and tends to occur in those institutional areas which are closely related. 
Through an approach which is essentially event analysis, the decision- 
making process is traced, and the significant persons involved are identi- 
fied. Since this approach differs from the reputational ones used by Hun- 
ter, the difference may be due to the methods. 

A by-product of this approach is the interesting light which it sheds 
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on some of the assumptions of the social structure approach. Under that 
approach, the implicit assumption tended to be that the upper-class was 
in the most powerful position in the community. This may have been true 
in the smaller communities which were studied, but data are fairly clear 
that the social elite may not be the same as the community decision makers. 
This is particularly true for the situations in which the single-issue seg- 
mented leaders seemed to be functioning. In Syracuse, where thirty-nine 
community problems were considered over a two-year period, some nine- 
teen different leadership groups were identified, and there was very little 
overlap in their membership. 

Rossi, in one such study of decision making with reference to schools, 
found that those who were in what he called the school public, that is, 
those who were very actively concerned about school decisions, differed 
in several ways from other political publics. Women were more likely to 
be in school publics, and position in one family cycle was also more im- 
portant. 

Since the social process approach is relatively recent in its appearance, 
the body of data here are not as extensively developed as the other areas, 
and the implications for education in the large city are not so apparent. 

Social Process Approach and Education 

A few of the possible implications of this approach for the problems of 
education in the large city will be considered. These will take the form 
of problems for which more research is needed. 

1. In the Hunter materials, it is clear that the professional worker is 
not included in the decision-making group. He may initiate action which 
will go up to the power group, but at best he is in a staff position to the 
leadership. In the segmented leadership approach, the top professionals 
and certain laymen who have earned a position of leadership in the par- 
ticular institutional area have a much more potent position. As the public 
sector becomes more important in American life, and particularly in the 
large cities, public bodies such as city councils may become more signifi- 
cant units as the integrators of the public and the private sectors, and, in 
turn, may facilitate the development of segmented leaders who bargain 
among themselves, the public, and the officially constituted bodies for 
access to scarce resources. 

2. The educational enterprise may be fruitfully considered as function- 
ing in a staff relationship to the community, in that it provides a common 
service to all but is outside of the line structure. Schools serve the weakest 
segment of the community in terms of direct political power the children 
and although administrators do have jobs to fill and contracts to let, 
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they are in an institution which must maintain an apolitical stance. Per- 
haps this is related to the difficulty of meaningful location of the teacher 
in the class structure of a community and in the decision-making process. 
On occasion, in situations which are characterized either by social dis- 
organization or deviance from general norms, administrators and teachers 
have operated effectively in a line position, that is, they have been able 
to give leadership to the community. However, these situations are rela- 
tively rare, and once disorganization has given way to organization or de- 
viancy has diminished with closer approximation to norms for commu- 
nities, the leadership role of the educator tends to assume the more nor- 
mal position. 

To the extent to which this approach is a valid one, the revival of the 
earlier idea of the school as the focal point for area development may 
prove to be as unfeasible now as it has been when promoted at earlier 
times in history. Several questions of fact and of policy are involved. 

a. Is the area served by the school one which is, or potentially might be- 
come, a viable social unit? Is there a genuine school-community or 
is the community simply that arbitrary area which is the attendance 
unit? 

b. Is it reasonable to assume that a school staff will have the competences 
and interests which are required for leadership roles in a community, 
since their recruitment, training, and work experience has been di- 
rected to a very special segment of the community the youth? 

c. Under what circumstances will the community or other agencies with 
official or assumed responsibilities in the area accept leadership from 
the school? This is particularly crucial in view of the issues raised in 
(&) above. 

d. Isn't the task of the school, even with a relatively narrow definition of 
its goals, so complex that any additional tasks may jeopardize the 
achievement of those goals which it is best qualified to fill? To what 
extent is the prestige of the school gained from its staff relationship to 
the system being exploited, to attempt to make up for the inadequacies 
of institutions which are in the line? It is one thing to argue that edu- 
cation can assist a community to real sound decisions on problems 
which it is facing, but it is quite another matter to argue that educators 
ought to make and implement decisions which have many non-educa- 
tional dimensions. 

3. The problem of fiscal dependency or autonomy is one to which 
greater understanding of the decision-making process in large cities could 
contribute directly. Who, in fact, makes decisions now regarding amounts 
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of financial support and utilization, and to what extent is this a pattern 
which would actually be altered if a change in legal arrangements were 
made? With the substantial amounts of money now coming into the large 
cities from state appropriations, a fiscal independent arrangement might 
sever the political tie which is necessary in order to participate effectively 
in the decision-making at the state level. 

4. In the area of education, as in a number of other areas, the decisions 
which are in practice within the control of a city are increasingly circum- 
scribed by both manifest and latent structures. The increased reliance on 
state legislatures for funds is matched by corresponding legal specifications 
in many areas of educational operations. Financial assistance from the 
Federal Government is also increasing, particularly in the support of spe- 
cialized types of programs. The effect of this financial assistance has been 
in the intended direction; school districts have instituted programs in line 
with the purposes of the grants. As our educational system takes on more 
and more of the aspects of a national educational system in its latent struc- 
ture, the realistic alternatives for local decisions are reduced. National 
conferences, such as this one on the education in large cities, are one such 
mechanism by which the experiences in different situations are commu- 
nicated to interested persons, and common values and understandings are 
developed. 

One latent function of this development seems to be the increased im- 
portance of individuals and groups in local communities who have ties 
with state and national bodies. Multiple-issue leaders are no longer able 
to maintain the extra-community contacts involved in each of a number 
of different areas of community concern. As a consequence segmented 
leadership is strengthened. 

Interrelationship of Different Sociological 
Approaches to the Study of the City 

In the sections above, the approaches of ecology, social structure, and 
social process have been briefly discussed as means of illuminating the 
problems of urban education. As has been indicated earlier, these are 
not competitive approaches, but are essentially complementary in charac- 
ter. Any one alone highlights certain dimensions and takes on other given 
aspects. Furthermore, the contributions of other disciplines, such as po- 
litical science, economics, and psychology, have not been considered al- 
though they are as relevant as the sociological approach. 

It should also be emphasized that the approaches which have been used 
by sociologists historically are not the only ones which may be used. They 
represent the work of sociologists at this stage in the development of the 
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discipline, and as the discipline continues to mature, other, and hopefully, 
more meaningful approaches will be developed. 

New Standards 

In the preceding discussion, attention has been given to two aspects of 
the title of this paperold problems, and new faces but only passing 
attention has been given to the third part new standards. Through the 
employment of sociological concepts, the large city has been examined, 
with the conclusion that most of our current problems are, in essence, 
current expressions of basic characteristics which have a long history. 
One new element in the picture is the proportionately large Negro popu- 
lation. And whether this is, in fact, fundamentally new or simply a cur- 
rent form of a traditional feature of our large cities, is yet to be proven. 
Clearly, many of the characteristics which are commonly referred to in 
discussing the new Negro migrant sound very familiar in historical per- 
spective. Juvenile delinquency, broken homes, cultural deprivation, in- 
adequate community organization, and low educational aspirations have 
been reported by our journalists, fiction writers, reformers, historians, and 
social scientists for a century. 

One of the persistent themes, among those who take the position that 
the urban Negro migrant is different, is the structure of the family. Cur- 
rent reports emphasize the important role of the mother and attribute 
this to the persistence of a cultural pattern having its origin in the period 
of slavery. The following description reported from one community study 
seems to fit this image. "The husband-wife relationship is more or less 
an unstable one, even though the marriage is sanctioned either by law or 
understandings between the partners. Disagreements leading to quarrels 
and vicious fights, followed by desertion by either the man or the woman 
[and/or] possible divorce, is not unusual. The evidence indicates that 
few compulsive factors, such as neighborhood solidarity, religious teach- 
ings, or ethical considerations, operate to maintain a stable relationship. 
On the contrary, the ... culture has established a family pattern where 
serial monogamy is the rule. . . . The burden of child care, as well as sup- 
port, falls on the mother more often than on the father when the family is 
broken. The mother-child relation is the strongest and most enduring 
family tie." (2) However, this set of statements does not refer to the ur- 
ban Negro migrant but to Class V families in the small town of Elmtown, 
Illinois, on which Hollingshead reported. Similar data came from other 
studies which, as in the case of Elmtown, involved few if any Negro 
families. 

In addition, the impact of immigration on family structure needs also 



66 Schools in Depressed Areas 

to be taken into account. The assumption is frequently made that since 
the European migrants come from a culture with a strong family system, 
they did not display the characteristics which are attributed to the Negro 
with his slave background. A reference to the very extensive study of the 
Polish peasant (6) as he migrated to the United States, will raise a serious 
question about this assumption. In volume V of the classic study by 
Thomas and Znaniecki on the Polish peasant, the table of contents of the 
second half of the book reads as follows: "Demoralization," "Economic 
Dependency," "Break of Conjugal Relations," "Murder," "Vagabondage 
and Delinquency of Boys," and "Sexual Immorality of Girls." In the 
chapter on "Break of Conjugal Relations," the authors state: "The loose- 
ness of mores which prevails among Polish immigrants, and astonishes 
the American social worker, is thus easily explained. Sexual indulgence, 
as such, has no meaning of 'wickedness' attached to it. ..." (6). The 
forty-three cases which are briefly described could very easily be accepted 
as current cases of urban Nego migrants, if the Polish names did not ap- 
pear, and if the dates were 1962, and not 1910. 

The burden of the argument which has been presented above is not 
that all immigrant groups are alike in every detail. However, more careful 
analysis is needed to sort out those features which are functions of class 
position and of immigrant status from those features which are uniquely 
a function of the Negro subculture. It is believed that a great deal which 
has been attributed to the subculture of the Negro will turn out to be as- 
sociated with factors which are not uniquely Negro. 

The genuinely new dimensions in the total picture are our new stand- 
ards. The problem is not due to our past deficiencies and inadequacies 
so much as to our past successes, with resulting aspirations for the future. 
The assimilation of past immigrant groups and the building of a large 
middle class with high educational attainment in a relatively short period 
of time makes us even more sensitive to the presence of groups in our 
society who are not participating fully in this new society. Earlier norms 
are now considered deviations. 

This shift may be seen in the emergence and wide usage of the concept 
of cultural deprivation. The tone of some of the writing on this subject 
suggests that this is something new and is a unique product of the large 
city. Low verbal ability is described as though it could only happen in 
an urban slum. This myopic and anti-historical approach to the problem 
may be politically supportable, but it does not represent good scholarship. 
The historic task of formal education has been an attack on cultural dep- 
rivation. In the sense in which cultural deprivation is used, all but a 
very small fraction of mankind has been in this category. Cultural depriva- 
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tion becomes a point of concern and a focal point of attention only be- 
cause of the current and very recently achieved status of a society in which 
most young parents have received a high school eduaction and a signifi- 
cant proportion have had some post-high-school educational experience. 

It is not necessary to identify the new standards in detail. Whatever 
they are today, they will be higher tomorrow. They may be summarized 
in the following way: 

Start the child in school earlier; keep him in school more and more 
months of the year; retain all who start to school for twelve to fourteen 
years; expect him to learn more and more during this period, in wider and 
wider areas of human experience, under the guidance of a teacher, who 
has had more and more training, and who is assisted by more and more 
specialists, who provide an ever-expanding range of services, with access 
to more and more detailed personal records, based on more and more 
carefully validated tests. 

Our past successes have made it possible for these new standards to 
become operating principles, rather than dreams. And an educated so- 
ciety increases the capacity of its members, since a high level of learning 
occurs outside of the conventional school as well as within it. The tail 
will never catch the head; and, as all move ahead, the tail may even lag 
further behind. Our problem is to make sure that those who find them- 
selves at the various levels in the educational structure are there by virtue 
of achievement rather than ascription. 
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In the United States, the cities have historically provided the loci for 
integrating immigrants into the American culture. Newcomers could 
move from exclusive contact with compatriots to increasing participation 
in the broader culture as they and their children acquired the skills of 
language and learned and accepted the mores demanded by the new life. 
Thus, the cities provided each newly arrived group with opportunities for 
some of its members to move from the status of alien slum dwellers to that 
of middle-class citizens in the course of one or two generations. 

The old cities have grown in size and in complexity, spilling over into 
ever-widening metropolitan areas while their centers, continuing to 
provide employment, no longer sufficed in size and hi amenities to provide 
adequate living space for the increasing middle class. The expansion of 
the geographic area serviced by the city and the deterioration of the cen- 
tral core have within recent decades reached such proportions as to prompt 
the emergence of a sizable literature of inquiry and opinion dealing with 
problems of urban development and redevelopment. 

The nine-volume New York Metropolitan Region Study, undertaken 
by Harvard University's graduate school of Public Administration under 
the directorship of Raymond Vernon (25), described and analyzed the 
population, business, finance, housing, and government of the area, as 
well as the relation of the core to the rest of the region and of the total 
complex to surrounding areas and to the nation as a whole. In more general 
terms and on a far smaller scale, The City in Mid-Century (5) presents a 
series of papers dealing with architecture, politics, automation and social 
problems of the urban areas. A variety of articles and numerous books 
dealing with problems of urban renewal and redevelopment have come 
from sociologists, architects, city planners and interested laymen. Pat- 
terns of urban renewal, which formed the basis for many recent housing 
and business building projects, have come under sharp attack in Jane 
Jacobs* The Death and Life of Great American Cities (9) . Lewis Mum- 
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ford, in his most recent volume The City in History (17), traces not only 
the historical development of cities but also introduces comparative analy- 
ses of cities in different parts of the world, attempting to explain their func- 
tional similarities and differences. Most recently, a psychological ap- 
proach to the study of the city population resulted in The Midtown Man- 
hattan Study, of which the first volume, Mental Health in the Metropolis 
(23), appeared this year. Even more extensive and of older origin is the 
literature dealing with delinquency. Serious increases in the rate of juve- 
nile crime in large cities during the years following the Second World War 
have prompted sociologists, psychologists, and social workers to produce 
an extensive body of theoretical and empirical considerations of the prob- 
lem, its causes and cures. 

But, in this great outpouring of concern with the problems of urban 
life, one area has been shockingly conspicuous by its absence namely, 
education. None of the sociologists, planners, psychiatrists, or welfare 
workers have made more than passing references to the increasingly com- 
plex and varied educational problems of the metropolis or to the relation 
between education and such other aspects of city life as jobs, housing, 
health, delinquency, and cultural resources. Only Queen and Carpenter 
in The American City (19) include a chapter on education as related to 
urbanization and social mobility. 

While the various disciplines concerned with urban problems have paid 
scant attention to education, the urban schools, in attempting to cope with 
the increasingly complex factors which affect their day-to-day operation, 
have too often failed to turn to the social sciences for theoretical and em- 
pirical bases upon which to construct their programs. The various efforts 
now under way (Higher Horizons, Great Cities Project, the Banneker 
schools in St. Louis, the Amidon School in Washington, D.C., etc.) have 
operated generally on the theory that what the present situation calls for 
is an expansion of services which had proved effective in past generations 
or with middle-class children who had learning difficulties. Characteristic 
of these programs are increases in such services as guidance, remedial in- 
struction, individual psychological testing, and counseling. Increased 
demands on the pupils in terms of higher standards and greater effort are 
also typical. 

Thus, efforts within the educational enterprise of large cities have run 
parallel to rather than intermeshed with the theory and research from the 
social sciences and from professional groups concerned with studying 
urban life. 

In order that the big cities may continue to play their historical roles 
of integrating newcomers into the broader culture, of stimulating upward 
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mobility among present id-migrants, of preparing each new work world, 
the schools must be viewed as one, if not the, central agency through which 
these goals can be achieved. And the schools, in turn, must make increas- 
ing use of the knowledge and insights available from the social sciences 
and their professional counterparts in examining and modifying their or- 
ganizational forms, approaches to teacher education, materials, and pro- 
cedures. 

Although the total metropolis must be viewed as an essentially inter- 
dependent complex, no part of which can solve its problems alone, the 
central core of the city, with its great masses of financially and culturally 
disadvantaged people living in severely blighted and gray areas, demands 
particular emphasis and first priority in any attempt to study and improve 
education and total living patterns in the rapidly enlarging metropolitan 
areas of the country. 

Who Lives in the City? 

The most dramatic change in the make-up of urban population in the 
last several decades relates to the movement of middle- and upper middle- 
class families from the city itself to the surrounding suburban and exurban 
areas. As a result, the metropolitan areas have increased in population 
while many of the older cities themselves have shown either little change 
or a decline in population (25). This has occurred despite the continued 
in-migration of people from rural areas, young women looking for career 
opportunities and small-town people in search of employment. 

Resident in New York City, for example, is a small group of upper-in- 
come families who prefer the convenience of accessibility and the advan- 
tages of urban living to the greater spaciousness and isolation of the fur- 
ther suburbs. This group produces a very minor part of the public school 
population, since most of its children go to independent day or residential 
schools. A second group, the "clerical workers" (25), those immediately 
below the professional or managerial level but above laborers and service 
workers, represent a considerable portion of the city's residents, living, 
mainly, within the city limits in the areas surrounding Manhattan. Within 
Manhattan and the neighboring portions of the other boroughs, in the 
most decayed areas of the city, whether in obsolescent structures or in 
low-cost public housing, lives the great mass of low-income families. In 
fact, according to the U.S. Census of Population about 70 per cent of all 
residents of the New York metropolitan region who earned less than 
$1500 per year lived in the core of the city, whereas only a little better 
than half the people who earned between $7000 and $10,000 lived 
within the city limits. Analyses of the population statistics of other cities 
would probably reveal similar patterns. 
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While the last several decades have witnessed the exodus of middle- and 
upper-class families from the city to the suburbs and exurbs, they have 
also witnessed the in-migration of large numbers of low-income families 
from the rural South, the Kentucky and Tennessee mountain areas, Mexico 
and Puerto Rico. The southern Negroes settled in most of the great 
Eastern and middle Western cities, the other groups tended to concentrate 
in one or another locality. These in-migrants swelled the ranks of the 
low-income population, taking over the decaying housing vacated by the 
somewhat higher-income "natives" of the cities natives who, one or two 
generations before, were themselves immigrants, 

These population shifts had a marked effect on the school population. 
The middle- and lower-middle class still account for a sizable proportion 
of the school children, but mainly in the outlying districts of the city. In 
the core areas the school population is composed in part of the residues 
of former migration waves who, though long resident in the cities, did 
not move too far up the socio-economic ladder as did their brighter or 
more ambitious or more fortunate compatriots. For the rest, the school 
children come from families of recent in-migrants who are not only eco- 
nomically disadvantaged but, because of their ethnic and/or racial mem- 
bership, present rather unique problems even within the general designa- 
tion of low socio-economic status. It was largely due to the great increase 
of these latter groups in the city population that city schools were prompted 
to take a harder look at their educational procedures. 

The Changing City Population 

The problems confronting our large city school districts today are com- 
plicated not only by sheer size and general heterogeneity of population, 
but also by the changed nature and mobility patterns of our present and 
incoming city dwellers. Neither the immigrant nor the slum is a new- 
comer to the city. Especially in the northeast, and somewhat later in 
other urban centers, immigrant groups formed a sizable proportion of the 
total school population. Each of these, in turn, moved into the slum areas 
of the great cities and each, in turn and often in combination, presented 
specific educational problems to the city schools. The effects of residence 
in the American city, largely through the auspices of the school, were 
more or less rapid in acculturating these various incoming groups to the 
broader American culture. In some instances, the internal organization 
of the ethnic group tended to support a feeling of social control which 
facilitated the development of indigenous middle-class groups. While 
perpetuating aspects of their own cultures, these migrant groups did not 
prevent their members from moving out into the broader spheres of Ameri- 
can life and becoming quite indistinguishable from the surrounding in- 
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habitants. In other instances, where the general level of education of the 
immigrants was exceptionally low, and where mutual controls were limited, 
the movement out of the slums into better working and living conditions 
took somewhat longer ( 19 ) . 

The in-migrant groups with which the large population centers are 
most keenly concerned today differ in several respects from their prede- 
cessors. And what is perhaps more important, the mobility patterns of the 
resident groups are today quite different from those of four and five de- 
cades ago. 

Changing mobility patterns. While the immigrants of the late nine- 
teenth and early twentieth century could, as their status improved, move 
out of the "downtown" slums of the city into the surrounding "uptown" 
areas, they all remained within the city limits and thus within the limits 
of the city school district. As the more capable and/or ambitious mem- 
bers of each group moved up on the social ladder and became acculturated 
to the values and attitudes of the middle-class culture, they still remained 
a part of the parent body of the city schools. 

Thereafter, just prior to the Second World War, and at a geometrically 
increasing rate, the mobility of the city dwellers was not to the outskirts 
of the city, but rather to the suburbs which lay beyond the limits of the 
city school district. As the new migration waves of Negroes, Puerto Ricans, 
Mexicans, hillbillies, etc., took up the slum and gray areas of the major 
cities, the middle-class groups began to move beyond the city limits into 
the newly developing surburban communities which had their own school 
authorities as well as local governments. Even middle-income housing 
which was close to the city center began to be viewed as a less desirable 
place in which to live, especially for families with children. An increasing 
number of middle-class families left the city and in-migration continued 
the proportion of school children from disadvantaged families increased 
markedly. 

Changes in School-Leaving Age and in Promotional Policies 

Although, by 1918, every state had enacted a compulsory-school-at- 
tendance law and thirty-one of the forty-eight states legally required school 
attendance through 16 (the remaining seventeen varied from age 12 
to age 15), the firmness with which such laws were enforced differed 
greatly from state to state and from one local school district to another. 
As a result, many children began to work at age 12 and school drop-out 
at the end of the fifth or sixth grade was not unusual. 

Enactment of state and federal child-labor laws and increasingly strict 
enforcement of school-leaving age resulted in an ever greater percentage 
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of pupils age 5 through 17 enrolled in school. In 1900, for example, only 
79 per cent of children of this age were in school; by 1958, 97 per cent 
were attending school. 

The effect was most keenly felt by the secondary schools. Whereas, in 
1900, only 8 per cent of all children age 14 to 17 were in public secon- 
dary schools, by 1958 the percentage had risen to 77. This increase in 
secondary school enrollment was spurred by the adoption of "social 
promotion policies" by which pupils moved from grade to grade on the 
basis of age rather than academic achievement. Where such a policy is 
enforced, high-school populations today can include total illiterates as 
well as large numbers of pupils with primary level academic skills and 
minimal educational motivation. 

Although the city schools have, over the years, been confronted with 
all pupils in the early grades, the presence of hundreds of thousands of 
academically ill-prepared and unmotivated students in the high schools 
is a relatively new phenomenon which did not exist in the late nineteenth 
and early twentieth centuries. In New York City, for example, school at- 
tendance is mandatory through age 17, and only under special circum- 
stances may a student leave at the state-mandated age of 16. Since a 
strict annual promotion policy was followed until 1960, the great majority 
of the 15- to 17-year-olds were in the high schools. 1 But generally, 
neither the academic nor the vocational city high schools had evolved 
curricula suited either to the times or the learning abilities and educa- 
tional drives of the increasing number of poorly equipped and uninter- 
ested students. 

Ethnic group differences. Despite many similarities, there are significant 
ways in which the present in-migrant populations differ from past immi- 
grant groups into the United States. In the first place, the Negro migrants 
from the rural south into the northeastern and midwestern cities present 
unique problems. Their very color prevents them from moving into the 
general culture and becoming undifferentiated from the rest as was true 
for so many of the groups which came before. In addition, a great many 
social restrictions prevent even those of them who have attained the 
requisite financial and cultural status from moving into either highly de- 
sirable residential areas within the city or into suburban areas. By and 
large, even in the northern cities, the Negroes remain largely dependent 
upon white employers and their employment has, in most cases, been 
restricted to unskilled, unpleasant, and poorly paid occupations. In dis- 
cussing the differences between the Negro in-migrant population and 

iU-S. Office of Education Circulars, State Legislation on School Attendance. 
Circular No. 615, January 1, 1960, pp. 1-30. 



74 Schools in Depressed Areas 

previous waves of migration, Queen and Carpenter (19) point out the 
following: unlike the European and Asiatic immigrant, the Negro comes 
into the urban center with a knowledge of the language and, to some ex- 
tent, of American culture. He does not perceive himself as a foreigner. 
Although he must make the adjustments from rural to urban dwelling, the 
transition from agricultural to industrial work, he, unlike other groups, 
confronts a special case of restriction and prejudice. The Negroes settle 
near the heart of the city, as did all other newly arrived groups, but their 
outward movement is quite different; they cannot skip over the interven- 
ing spaces and thus must push out on a continuous line within the city 
limits. Whereas many groups in the past retained their ethnic identity 
through close living in what were often separate communities, these were 
by and large voluntary associations. For the Negro, segregation is largely 
compulsory; he cannot withdraw from his own ethnic group even after 
two or three generations. What is of special interest is the fact that group 
solidarity seems to be less developed in the Negro community than in 
most of the other immigrant or in-migrant communities in the past or 
even today. Most of their institutions tend to be weak in social control 
and power over their own membership and those who rise to higher status 
too often no longer feel a sense of responsibility toward members of their 
group. 

The rapid and sizable increase in Negro population in the northern 
cities can be seen from a comparison in Table 1, of figures for 1900, 1950 
and 1960. 

Each of these great cities has, since the Second World War, been the 
haven for Negro in-migrants seeking jobs, and, more significantly, seeking 
a release from the legalized inferior status which they suffered in their 
southern communities. But having arrived in the northern cities, they 
meet with prejudice and segregation no less powerful because of its 
de facto rather than its de jure nature. 

Table I. Approximate number of Negroes resident in selected 
northern cities in 1900, 1950 (19), and I960 (28). 

Population Size 



City 


1900 


1950 


1960 


New York 
Chicago 
Philadelphia 
Detroit 
Washington, D.C. 


60,000 
30,000 
60,000 
4,000 
85,000 


750,000 
500,000 
400,000 
350,000 
300,000 


1,100,000 
800,000 
530,000 
500,000 
400,000 
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Like other in-migrants, the Negroes bring with them the customs and 
living patterns of their former milieu, which are often non-adaptive to 
urban living. Of particular importance from an educational point of view 
is the unstable family pattern and the strong female dominance in the 
home, characteristic of disproportionately large numbers of Negro fami- 
lies. In one study (3), comparing Negro and white lower-class school 
children, Deutsch found that the number of broken homes (generally 
fatherless) in the Negro population studied was equal to the number of 
intact homes in the white population; and the latter had too few broken 
homes to enable a comparison within the white sample. 

The Puerto Ricans, with their mixed Spanish, Indian, and Negro an- 
cestry, range in appearance from "white" through "indios," those with 
copper-colored skin, "grif os" those with light complexion but kinky hair, 
to others who are indistinguishable from Negroes. Since many of them 
come from towns rather than from rural areas, they have some familiarity 
with city life, but too often their usual living patterns are not adaptive to 
life in the American city. Though they are American citizens upon arrival 
they are looked down upon as foreigners because they speak a foreign 
language; and, although most of them are not Negroes, they are further 
looked down upon as colored. There has been considerable speculation 
about the possibility that the Puerto Rican school children and youth 
speak Spanish among themselves as well as at home in an effort to retain 
their identity and avoid being taken for Negroes. The conscious retention 
of a foreign language as the major vehicle of communication even among 
second generation members of the group impedes the acculturation proc- 
ess. 

Unlike previous immigrants, the Puerto Rican does not have to prepare 
for American citizenship. It is his birthright. Nor does the journey from 
the "old country" require a complete rupture with the former life. The 
Puerto Rican migration lacks the finality that resulted from the long and 
often arduous trans-oceanic journey of past waves of immigrants. The 
short and relatively inexpensive plane journey allows for actual return to 
the island, or what is equally significant, for the feeling that one can go 
back if one wishes. This factor, too, impedes rapid acculturation as the 
in-migrant need not see himself as so completely dependent upon the new 
siutation as to have to succeed in it or be lost. 

Like the Negro, the Puerto Rican family is largely mother-dominated. 
The Puerto Rican woman more often than the man makes the initial trip 
to the mainland and then sends for other members of the immediate or 
extended family (15) . In 1950 in New York City the sex ratio was sixty- 
three males to one hundred females. Marital relations tend to be unstable 
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with a high rate of separation and divorce both prior to and after coming 
to the mainland. In 1948 there were approximately 200,000 Puerto 
Ricans in New York City (19), and the increase (since 1946) has been 
about a third of a million per decade (25) . 

Until very recently, the Puerto Rican community lacked any of the 
strong leadership or formal associations so characteristic of former im- 
migrant groups. Although their integration into the metropolitan areas 
has proceeded more rapidly than for the Negro in-migrants, their ". . . sta- 
tus is very unclear and insecure. They are at the same time Americans and 
foreigners, white and colored, urban and colonial" (19). 

The characteristics and incidence of other recent in-migrant groups 
which present special problems in some of the larger cities will not be 
discussed here. 

Changes in Employment Opportunities 

Not only has the composition of "the poor" changed since the early 
decades of the century, but the economic relation of the poor to the system 
has changed. As Goodman (7) points out, earlier minorities poured into 
an expanding economy that needed people; the present in-migrants come 
into an expanding economy which does not need people. This statement 
becomes especially true if the need for "people" is translated into the need 
for "hands." 

With increased and refined mechanization of production the entire 
country has seen a shift in the relative employing potential of manuf ac- 
turing as against services. Whereas in earlier decades industrial produc- 
tion employed a greater share of the working public than did the auxiliary 
services, today there are more white- than blue-collar workers. 2 And this 
trend is continuing. In the New York metropolitan region manufacturing 
now employs about 30 per cent of the working population (and this figure 
is expected to fall by at least 2 per cent by 1985), while consumer trade 
and services, business and professional services, finance, government and 
"other" non-manufacturing jobs account for 70 per cent of all jobs. By 
1985 the greatest increase (about 6 per cent) is anticipated in business, 
professional and financial services; and another 2 per cent increase in 
government services (25). 

These figures were projected with no attention to the coming of in- 
creased automation. As more and more industries turn to automated 
processes a trend now held in check by strong opposition of organized 
labor and groups of small businessmen fewer jobs will be available to 
those with minimal education. For example, the electronic data processing 

2 Bureau of Labor Statistics, 1962. 
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industries anticipate by 1970 the need for an additional three million 
workers to operate the machines. 3 There is no estimate of the number of 
existing jobs which the machines will replace, but the skills and abilities 
of the men who run the electronic "brains" are not the same as those of 
the men who now do many of the jobs which the machines will make 
obsolete. There will be increasingly less room in the job market for the 
unskilled or even semi-skilled worker, whether in manufacturing or in 
service. But there will be more need for people with the ability and edu- 
cation to meet the increasing demands for specialized professional, busi- 
ness and government services. 

The effect of the shifting economy on the future job market presents 
perhaps the most significant diff erence in the opportunities available to 
previous immigrants and present in-migrants. The plight of the unskilled 
and uneducated presents a more pressing social problem than ever before. 
And because the cities harbor the greatest numbers of such people, espe- 
cially young people, the city schools must find ways to educate large 
masses of pupils who, so far, have not been amenable to learning what the 
school has taught and who, consequently, swelled the ranks of unskilled 
labor. As the demand for unskilled labor dwindles, these minimally edu- 
cated youth, especially the Negro youth for whom discrimination limits 
even existing job opportunities, face a hopeless future. Conant (1) in 
viewing this situation contends that "... we are allowing social dynamite 
to accumulate in our large cities," and views the continuation of this situ- 
ation as "a menace to the social and political health of the city." 

In summary, several simultaneous occurrences in recent decades have 
created unique and urgently pressing problems for the schools of large 
cities: 

1. The changing nature of the city population resulting from the out- 
migration (to non-city school districts) of middle-class families and the 
in-migration of low-income groups. 

2. The raised school-leaving age and the need for adequate secondary 
school provisions for presently unmotivated and uninterested pupils. 

3. The ethnic and racial membership of the present in-migrants, which 
create problems of caste as well as of class that affect both educational 
aspirations and employment opportunities. 

4. The changing job market with its decreasing demand for unskilled 
and semi-skilled labor and its increasing need for people who can fill oc- 
cupations which require higher levels of educational training. 

3 Speech by John Sullivan at the Electronic Data Processing Conference, held at 
Teachers College, June, 1962. 
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Although the city schools have, historically, worked to integrate the 
newcomers into the broader culture, the combination of circumstances 
confronting education today are sufficiently different from those met in 
the past, and so much more urgent, that schools must reappraise their 
present concepts and procedures and expose to investigation some long 
held assumptions. Whether the general tenets of the "social uplift" move- 
ments of the late nineteenth and early twentieth centuries are applicable 
today is a moot question. Much of the sentimental description of the eth- 
nically diverse, rich lower-class culture of past eras fails to carry much 
conviction vis-a-vis today's slums. Changes in the physical living and 
learning conditions through improved housing and improved school build- 
ings have not proven as effective in changing attitudes and mores as their 
early proponents had anticipated. The settlement houses and other com- 
munity agencies have found many of their older techniques and approaches 
inoperative with the new populations which they must service. And edu- 
cation for citizenship a powerful means of bringing the earlier newcom- 
ers into the American culture is, ipso facto, meaningless for newcomers 
who are already citizens. 

What are some of the specific problems which confront the school and 
what are some of the assumptions which must underlie school efforts? 
For tentative answers we must turn to the research of the social sciences 
rather than to the inspirational teachings of "social uplift" or to school 
procedures which proved unsuccessful in the past. 

Class Status Differences as Related to School Performance 

The city schools today deal with pupils who represent the total range 
of academic ability and educational motivation. In all cities there are 
"good schools" and "difficult schools." The former are generally located 
in the areas away from the city centers, beyond the "gray" belt, or where 
there is a large concentration of higher-income families in cooperative 
houses or in middle-income housing projects in downtown sections. The 
"difficult schools" are concentrated in the blighted and gray areas. 

In general, the "good schools" differ little from schools in suburban 
areas, either in pupil population, stability of teaching staff, or parental 
drive for higher education. Largely fed by middle-class white families, 
these schools deal with pupils whose abilities and academic performances, 
as measured by intelligence, aptitude, and achievement tests, are above 
the national average. Although these schools have their share of re- 
tardates, slow learners, and even an occasional discipline problem, these 
are the exception rather than the rule. 

The "difficult schools," on the other hand, generally service pupils 
from economically and culturally disadvantaged homes. Some are exclu- 
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sively Negro; others, as in New York City for example, enroll mainly 
Puerto Rican pupils; still others draw from low-income white families as 
well. Both the pupil and teacher turnover is great. Three "difficult" ele- 
mentary schools in New York City ( 1 1 ) , for example, had a 100 per cent 
turnover hi pupil population from the beginning of the school year 1959- 
1960 to the end; and in 43 schools the turnover was between 70 and 99 
per cent. For the 91 elementary schools in the borough of Manhattan, 
the median turnover was 51 per cent, for the 25 junior high schools hi the 
same borough, 47 per cent. In general, this turnover represents inter- 
school but intra-city mobility. No comparable figures on teacher mobility 
are available but one of the great concerns consistently voiced by prin- 
cipals of difficult schools is their inability to keep teachers. In an all- 
Negro school studied by Deutsch (3), one class had six teachers in a 
single term. On the average, the pupils fall consistently and significantly 
below the national average on all tests of intellectual or academic attain- 
ment. 

Many studies have compared the IQs and achievement records of 
lower- and middle-class pupils. In most cases, groups of pupils from 
higher-income families scored higher on all cognitive measures, even when 
these were ostensibly "culture fair" (6). This remained true even when 
special practice sessions and rewards were provided to overcome initial 
unf amiliarity with test-taking and lack of motivation to do well on such 
tests (8). Although some students of the problem contended that class- 
status differences were more marked on verbal than on non-verbal items 
(6), others (24), in reanalyzing the data, found that differences between 
verbal and non-verbal items were a statistical artifact. However, differ- 
ences between an abstract and a contract mode of approaching problems 
persisted. 

These latter differences were highlighted by Miller and Swanson hi their 
discussion of expressive styles (14). When the child-rearing practices 
favored psychological discipline, symbolic reward, and maternal self- 
control (the patterns most often associated with middle-class families), 
the child tended to develop a conceptual style. When the discipline was 
physical, the rewards tangible, and maternal self-control limited (more 
typical of lower-class homes), the child more often developed a motoric 
style. Further support for these varied ways of approaching problems 
come from Siller's study (22). He found significant social-class differ- 
ences hi pupil selection of abstract as opposed to concrete explanations 
and definitions. But, in the main, the greater part of the difference was 
accounted for by a small group of consistently low scorers hi the low- 
status group. 

In general, the expressive style of the lower-class child can be described 
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as more often motoric, concrete, "thing-oriented," and non-verbal. The 
middle-class child, on the other hand, is more often conceptual, abstract- 
symbolic, "idea-oriented," and verbal in his style of expression. 

Perhaps the most significant area of difference between lower- and 
middle-class school populations relates to their differences in motivation 
toward school and their perception of the purpose and meaning of school- 
ing. In their study of working-class and middle-class children's conflicts 
and psychological defenses, Miller and Swanson (14) contrasted the val- 
ues of the two groups as follows: The middle-class family members be- 
lieve that their economic position can be improved through effort and sac- 
rifice. They are willing to postpone gratification for greater future reward. 
They need to maintain a reputation for honesty, responsibility and re- 
spectability. They must accumulate money and social graces, develop 
abstract thinking ability needed for advancement in their work. The focus 
on individual advancement, self-denial, and competent performance leads 
to esteem for formal education, rationality, controlled and respectable be- 
havior, hard work, and, above all, "... mastery of self by rational means 
as a prelude to mastering the world ..." In resolving conflict, the middle- 
class individual has severe standards about aggression, is likely to brood 
rather than act, and tends more often to internalize blame than to turn it 
outward. 

The working-class individual recognizes liis limitations in economic 
power and advancement and creates values and behavior which further 
limit mobility. Because he sees success and security as uncertain, he is 
more "present-" than "future-oriented." Although some may view formal 
education as desirable, it is not vital for job getting or retention; physical 
strength and manual skills are more highly valued. In general, self-con- 
trol and responsibility are less evident and there is more concern with the 
pleasures of the moment than the unknown rewards of the future. 

These diverse weltanschauungen find direct expression in school be- 
havior. The middle-class child is "good" because from the earliest years 
he is taught to control expressions of anger and to inhibit direct aggression. 
He responds to appeals to internalized standards of right and wrong since 
he has learned that one cannot transgress against social demands if one 
wants to "get ahead." The lower-class child has been brought up on direct 
expression of aggression in the home and in the street. Since control of such 
behavior is seen to have little relevance to social positon or job mainte- 
nance, there is no need to teach the child the skills of control. 

Although there is considerable disagreement as to the attitudes of the 
middle-class toward education, there is little argument about its strong 
belief in and support of formal schooling. Years of schooling are the rungs 
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of the ladder upon which upward mobility proceeds. Although there are 
great individual differences in the degree to which the middle-class child 
wants to do well or wants to go on to higher education, the group, as a 
whole, sees its future bound up with extended schooling. 

The lower-class family, even when it would like to see its offspring 
achieve a higher status than its own, cannot provide the model of attitudes 
and behaviors which underlie a perception of the world as open, and 
schooling as a means of moving out and up into the open world. Only 
when the family is dissatisfied with its status and consciously wishes to 
move up or at least to insure that their sons will move up, do the boys 
view school success as important (10). 

Despite consistent differences in demonstrated intellectual and aca- 
demic ability, attitudes, motivation, behavior patterns, and expressive 
styles between lower- and middle-class pupils, there is a great deal of over- 
lapping. In all studies there are some in the one group who resemble the 
other group far more than their own. And in all comparisons of lower- 
and middle-class children there is a sizable though smaller proportion of 
the former who score high on tests, do well in school, plan on advanced 
education and show a high degree of similarity to the school performance 
of middle-class children. Conversely, there are middle-class children 
whose motivation and performance are poor, indeed. 

The extent of the overlap is demonstrated in Table 2 by a comparison 
of the percentages of pupils from high-status old American families, low- 
status old American families, and identifiable ethnic groups (other than 
Scandinavian) who scored above given IQ points (6) . Despite great dif- 
ferences in the percentages scoring above given IQ points, there are almost 
a fourth of the younger group and a sixth of the older group of low-status 
old American pupils who score above IQ 1 10 and a few pupils in both low- 
status groups who achieve IQ scores above 130. 

Table 2. Percentage of pupils {age 9 to 10 and 13 to 14) from 
high- and low-status families scoring above given 1Q points. 



Above 
IQ Point 


High-Status 
Old American 


Low-Status 
Old American 


Ethnic 


Percentage, Percentage, 
Age 9-10* Age 13-14 


Percentage, Percentage, 
Age 9-10 Age 13-14 


Percentage, Percentage, 
Age 9-10 Age 13-14 


130 
110 
100 


19 13 
64 68 
17 13 


0.02 0.8 
24 15 
55 65 


0.02 0.7 
22 11 
48 66 



Percentage columns added for this paper. 
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Negro and Puerto Rican Pupils as a Special Case of Lower-Class Pupils 

While in general, middle-class and lower-class children differ from each 
other in the various ways noted above, Negro lower-class children differ 
even more from the typical white middle-class child than do white children 
from low-income families. The Negro child is heir not only to the char- 
acteristics of lower-class status, but as a member of a minority group which 
has historically been considered inferior, he carries the scars of every kind 
of discrimination, forced segregation, and limited channels of mobility. 4 
Differences in personality and school achievement due to ethnic group 
membership over and above those related to class status must, therefore 
be considered. 

Negroes and other severely disadvantaged cultural groups account for 
increasing proportions of the large city school populations. In many in- 
stances the proportion of school children from these disadvantaged groups 
exceeds the proportion of the group itself in the city population. For ex- 
ample, in New York City (18) as of 1960, the Negroes represented 14 
per cent of the total population. However, their children represented al- 
most 22 per cent of all children in the public schools. The Puerto Ricans, 
who numbered approximately half a million, thus about 7 per cent of the 
city dwellers, accounted for almost 16 per cent of children in the public 
schools. Together, these two groups, though only about one-fifth of all 
New York City residents, accounted for almost two-fifths of the city's 
public school children. (Projected figures based on anticipated in-migra- 
tion to the cities and birth rates suggest that by 1970 one out of every two 
pupils in large city schools will fall into the category of culturally disad- 
vantaged.) (21, p. 1) 

While mobility out of the city is more often associated with the white 
middle-class population, intra-city mobility is more often associated with 
Negro and other disadvantaged groups. All three schools in New York 
City which had a 100 per cent mobility (11) were almost completely 
Negro, and among the 41 schools which had a turnover of 70 per cent or 
more of its pupils, the majority were either preponderantly Negro or 
Puerto Rican. 

Scores on intelligence tests also differentiate ethnically disadvantaged 
groups from white groups even when the latter are themselves in-migrarits 
to the city or of lower socio-economic status. A study of the IQs of in-mi- 
grant and indigenous (born in New York City) Negro, Puerto Rican and 
"other" pupils (16) found significant differences among the groups, 
(TableS). 

4 American Indians and, to a somewhat lesser degree, Puerto Ricans and Mexicans 
probably fall into the same category. 
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Table 3. Third- and sixth-grade mean IQ scores of In-migrant and 
indigenous Puerto Rican, Negro, and "other" pupils in New York City schools. 

Mean IQ Scores 



In-Migrants 



Indigenous 



All 



Group 



3rd grade 6th grade 3rd grade 6th grade 3rd grade 6th grade 



Puerto Rican 














Boys 


84.3 


78.4 


87.0 


82.4 


85.8 


80.0 


Girls 


85.8 


79.5 


88.8 


86.6 


87.6 


83.0 


Total 


85.0 


79.0 


87.9 


84.5 


86.7 


81.2 


Negro 














Boys 


87.9 


84.4 


91.8 


88.1 


91.1 


87.1 


Girls 


88.9 


87.3 


90.9 


91.7 


90.5 


90.7 


Total 


88.4 


85.8 


91.4 


90.0 


90.8 


89.0 


Other 














Boys 


99.7 


100.1 


104.3 


107.6 


103.8 


106.5 


Girls 


101.3 


101.2 


104.6 


112.5 


104.3 


110.5 


Total 


100.4 


100.7 


104.4 


109.9 


104.0 


108.4 


All Pupils 














Boys 


87.3 


85.5 


95.7 


98.6 


93.7 


94.8 


Girls 


88.9 


87.3 


96.0 


101.8 


94.4 


97.5 


Total 


88.1 


86.3 


95.8 


100.2 


94.0 


96.1 



Lower scores on the sixth-grade tests as compared to the third-year 
tests may be explained, in part, by the non-verbal nature of the lower grade 
tests and the high reading component of the higher grade tests. Even in 
schools where Negro and Puerto Rican in-migration was light, schools 
generally located in higher-income areas, the IQs of both Negro and 
Puerto Rican pupils, in-migrant or indigenous fell well below that of the 
"others." 

Although at the third grade level there were no significant sex differ- 
ences in IQ scores, the sixth grade girls of all three groups scored higher 
on IQ tests than did the boys. 

For Puerto Rican and Negro pupils, both indigenous and in-migrant, 
IQ scores were generally higher in schools where the number of in-migrant 
pupils was relatively low than in schools where the number of newcomers 
was high. For the "others," however, scores were higher in both heavy 
and light in-migration areas than in those which had moderate rates of 
"other" in-migration. 

Residence in large northern cities has an upgrading effect on the IQs 
and achievement levels of Negro pupils, and those born in these cities 
generally score higher than those who arrived after elementary school age. 
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Klineberg (12) reported in a 1935 study that IQs of Negro in-migrant 
children increased with length of residence in New York City but that, in 
general, there was a leveling off after five or six years. In the New York 
City study cited above (16) all three indigenous groups had higher IQ 
scores than the respective in-migrants and the lower the grade at which 
the in-migrants entered, the greater was the difference. 

In a study of Negro in-migrants to Philadelphia (13), Lee found a 
steady improvement in IQ scores as length of residence in Philadelphia in- 
creased. For all those entering before fifth grade, there was a significant 
difference between first score and the score attained at ninth grade. When 
pupils entering in first grade were compared to Philadelphia-born pupils 
on first testing, the scores were significantly higher for the indigenous 
pupils (even those who had not attended kindergarten) but were no dif- 
ferent by ninth grade. Of interest is the finding that Philadelphia-born 
Negro pupils who had attended kindergarten scored higher at each grade 
level than those who had not attended. These differences may have been 
due to selective attendance, with higher income families more apt to send 
their children to kindergarten, or the effects of the extra year of schooling. 

However, although birth or extended residence in northern cities does 
tend to raise the IQ scores of Negro children, these still remain below or 
at the lowest end of the national average. In the Philadelphia study (39) 
even those born in the city had average IQs of 92. 1 in the first grade and 
93.7 in the ninth grade. Only those who attended kindergarten reached 
a mean-IQ status of approximately 97 thus approaching the national 
norm. 

Although Negro pupils show increases in IQ, they do not necessarily 
show superior reading achievement with increased residence in the city. 
In the New York City comparison of the reading scores of indigenous in- 
migrant sixth-grade pupils (15), the indigenous Negro children read no 
better, on the whole, than did the in-migrant group, whereas both Puerto 
Ricans and "others" born in the city read better than the respective in- 
migrants in all types of schools (Table 4) . 

In comparing the achievement scores of fourth, fifth, and sixth graders 
in a 99 per cent Negro school and a 94 per cent white school of nearly 
comparable socio-economic levels, Deutsch (3) found that both groups 
were retarded when compared to national norms, but that the Negro pupils 
showed twice as great a degree of retardation as the whites. Average gains 
for the Negro pupils in a year were less than one month with a maximum 
observed gain of 2.7 months in one class. Deutsch concludes that "with 
more schooling there is proportionately decreased learning over time." 

What factors account for the consistently lower academic status of 
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Table 4. Third- and sixth-grade mean reading scores of in-migrant 

and Indigenous Puerto Rican t Negro, and "other 11 pupils 

in New York City schools. 

Reading Grade Equivalents 



Group 



In-Migrant 



Indigenous 



All 



3rd grade 6th grade 3rd grade 6th grade 3rd grade 6th grade 



Puerto 














Rican 














Boys 
Girls 


2.3 
2.6 


4.1 
4.3 


2.6 
2.8 


4.6 

4.7 


2.5 
2.8 


4.3 

4.5 


Total 


2.4 


4.2 


2.7 


4.6 


2.7 


4.4 


Negro 
Boys 
Girls 


2.8 
3.1 


4.9 
5.0 


2.8 
3.2 


4.9 
5.2 


2.8 
3.2 


4.9 

5.2 


Total 


3.0 


4.9 


3.0 


5.0 


3.0 


5.0 


Other 














Boys 
Girls 


3.4 
4.0 


6.5 
6.4 


4.0 
4.2 


7.0 
7.3 


3.9 

4.2 


6.9 

7.2 


Total 


3.6 


6.5 


4.1 


7.1 


4.0 


7.0 


All Pupils 
Boys 
Girls 


2.6 
2.9 


4.9 
5.1 


3.3 
3.5 


6.0 
6.2 


3.1 
3.4 


5.7 
5.9 


Total 


2.7 


5.0 


3.4 


6.1 


3.2 


5.8 



children from disadvantaged ethnic groups, especially the Negroes, than 
of children from lower class white families living in the Northern cities? 

One theory which is frequently used to account for the lower intellectual 
or academic status of children from low socio-economic backgrounds pro- 
poses that in an open society, such as ours, with many available channels 
of mobility, the brighter and more ambitious move up in social status while 
the less able retain their lower-class membership. Further assuming that 
intelligence is largely hereditary, it would be expected that the offspring of 
those who moved up in socio-economic status would be, on the average, 
brighter than the offspring of those who remained behind. 

Even if the theory of social sorting on the basis of intelligence or ambi- 
tion or the interaction of both has operated for some groups, the Negro 
population has not yet been exposed to this kind of sorting. For centuries 
their access to higher status in education, in vocational choice, hi living 
site and in social intercourse with the broader society has been severely 
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limited, and historically they have been relegated to inferior status de- 
spite individual attainment. 

From a review of the literature on the personality correlates of class 
and minority group status Deutsch (3) concludes that "... The more 
constricted an individual's social frame of reference and the greater its 
distance from the cultural mainstream, the less meaningful and the less 
effective are the dominant cultural values that impinge on him in the 
schools and other social institutions." Certainly the Negro group is the 
one most consistently barred from the "cultural mainstream" and thus, 
the least amenable to the values and teachings of the school. 

From his study, Deutsch found that 65 per cent of the Negro children 
had never been more than twenty-five blocks away from home, that half 
reported no pen or pencil at home and the majority of homes had no books 
(comic books, and magazines were available in some of the homes and 
60 per cent had television sets) . Many of the children had to fix their own 
meals and a large number came to school without breakfast. When com- 
pared to the white pupils, the Negro group not only showed greater aca- 
demic retardation and less adequate yearly gains in achievement, they also 
regarded their home environment less favorably despite equal socio- 
economic level and despite greater crowding in the white homes. The 
greatest differences between the groups were in the incidence of broken 
homes generally without a father and on measures of self-image. The 
groups also differed in their ability to concentrate and persist when con- 
fronted by a problem. While those who came from intact homes did better 
academically than those from broken homes, the former did not view their 
homes or themselves more favorably. A negative self-image was not re- 
lated to achievement, but was strongly related to being a Negro. By the 
fourth grade, school experience appeared to exercise little influence on 
developing self-attitudes. 

Even more than the white low socio-economic status group, the Negro 
pupils lacked any "future" orientation since the home failed to create ex- 
pectation of future rewards for present activities. Deutsch (3) suggests 
that "... This inconsistency between the lack of internalized reward an- 
ticipations on the part of the Negro child and his teachers' expectations 
that he does have such anticipations, reflect the disharmony between the 
social environment of the home and middle-class oriented demands of the 
school." 

Differences in personality and school achievement between the sexes 
was very marked in the Negro group. In fact, the Negro boys' perform- 
ance contributed most to the differences between the Negro and white 
pupils. The Negro girls had higher achievement scores, a longer atten- 
tion span, less often reported negative family atmosphere, and were more 
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popular with classmates. In the white group the girls excelled the boys 
only in reading. 

It is in the comparisons by sex that the excessive proportion of broken 
homes hi the Negro group showed the most marked effects. As stated 
earlier, the number of broken homes among the Negro pupils was equal 
to the number of intact homes in the white group. Because there is no 
father hi the home, the boy lacks a successful (or any) male model; the 
girl, on the other hand, has an adequate model in the mother. Also, there 
are more girls who can aspire realistically to relatively higher status jobs 
such as secretary, nurse, and teacher; for the boys, aspirations for higher 
status jobs are less realistic. 

From various achievement, background and personality measures and 
from continuous classroom observations Deutsch concluded that "seem- 
ingly, the weight of the whole complex of negative factors ... is depress- 
ing the scholastic functioning of these children as well as distorting per- 
sonality growth .... When the home is a proportionately less effective 
socializing force, the school must become a proportionately more effective 
one,...." 

A Summary Portrait of the Disadvantaged Pupil 

Beginning with the family, the early pre-school years present the child 
from a disadvantaged home with few of the experiences which produce 
readiness for academic learning either intellectually or attitudinally. The 
child's view of society is limited by his immediate family and neighborhood 
where he sees a struggle for survival which sanctions behavior viewed as 
immoral in the society at large. He has little preparation either for recog- 
nizing the importance of schooling hi his own life or for being able to cope 
with the kinds of verbal and abstract behavior which the school will de- 
mand of him. Although he generally comes to first grade neat and clean 
and with his mother's admonition to be a "good boy," he lacks the ability 
to carry out those tasks which would make him appear "good" in the 
eyes of his teacher. 

Early difficulty in mastering the basic intellectual skills which the 
schools and thus the broader society demands leads to defeat and failure, 
a developing negative self-image, rebellion against the increasingly defeat- 
ing school experiences, a search for status outside the school together with 
active resentment against the society which the school represents. The 
child early finds status and protection in the street and the gang which 
requires none of the skills which are needed in school but makes heavy 
use of the kinds of survival skills which he learned in his early home and 
street experiences. 

Unlike the small town or suburban delinquent who becomes a member 
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of an out-group by transgressing against the laws of the school or society, 
delinquency aids the slum child in becoming a member of the in-group and 
protects him against isolation and a sense of unacceptability. 

Into this pattern of rebellion against defeat in school the major ac- 
cepted societal enterprise with which the child is involved other social 
forces enter. Different ethnic perceptions of what life has in store for 
their group act to complicate the problem further by reinforcing the co- 
hesiveness of the in-group. Other equally disadvantaged groups provide 
a kind of scapegoat against whom to express the hostility intended for the 
broader society. Realistic or perceived barriers to social mobility through 
legitimate channels, one of which is longer years of schooling, weakens the 
drive to succeed at school, especially since success requires skills which 
the disadvantaged youth has often been unable to master. These percep- 
tions reinforce the search for activities which lead to actual immediate 
gain or to fantasies of "easy money" in the future. 

Added to these problems are those related to the orientation to present 
as against future gratification. The inability to view schooling as a neces- 
sary preparation for later reward, especially when it is perceived as in- 
terfering with present gratification in terms of peer status, earning power 
or independence, leads to early drop-out, to involvement in activities lead- 
ing to gratification of sexual and power needs, to a search for "kicks" and 
excitement or to illegal activities for immediate gain. 

Statistical information about limited job opportunities and even more 
limited chances for mobility for those without a high school diploma is 
not enough to affect the individual's realization of what these statistics 
mean for him. Even more remote and external to the individual are the 
facts of a changing economy the decrease in menial or even manual jobs 
and the increased demand for academically trained people. 

The general academic inadequacy of the majority of disadvantaged pu- 
pils and their belief that worthwhile life activities can be found only out- 
side the school create difficulties for those disadvantaged individuals who, 
for whatever reasons, are able to cope successfully with school tasks and 
would wish to identify with the values of the school and the broader 
society. Because there are few such individuals they find that excessive 
success in school is fraught with dangers. When the school population is 
composed entirely of a single ethnic group or an ethnically mixed but 
culturally disadvantaged group, there are not enough academically suc- 
cessful students to form a sufficiently strong subgroup to withstand the 
pressures of the street and the street gang which are often felt as physical 
hurt. Where the school population is mixed, and there is a group of white, 
middle-class children who conform to school expectations, the Negro or 
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Puerto Rican slum child is barred from social membership in such groups 
and thus may find the risk of identifying with its values too great. 

Focus on fhe School 

At some point the circular negative reinforcement has to be attacked. 
Perhaps the most accessible place is the school itself. One of the major 
issues confronting education today is to discover the means by which the 
school can compensate for the lack of readiness for learning which lower- 
class children, in general, and the Negro and other discriminated-against 
groups of children in particular, bring to their school work. The issue is 
not whether to imbue these children with middle-class values or to 
strengthen the positive aspects of their own unique cultural forms. The 
issue is, rather, to provide these children with the skills and knowledges 
which will enable them to select their future direction rather than be 
hemmed in by the increasingly limited sphere of operations left to those 
who lack these skills. 

How then can modifications in school organization, curriculum, staffing, 
etc. shift the climate from one of failure and its consequent sense of in- 
adequacy and antagonism to one of success? Where must the school be- 
gin? Can the school itself effect sufficient change in attitude and learning 
behavior to modify the social patterns of the disadvantaged children with- 
out a simultaneous frontal attack on the total social situation? 

On the following pages are some suggested directions for research and 
school experimentation to test the hypothesis that the school can compen- 
sate for the early attitudinal and intellectual "unreadiness" for learning of 
culturally disadvantaged pupils. Because of the importance of the early 
years in the development of basic values and behavioral and cognitive 
modes, the emphasis in the suggestions for school modifications will be 
largely on the pre-school and elementary years. 

Research Problems 

Although a good deal is known about the nature of the learning prob- 
lems in disadvantaged areas, there are still many questions which remain 
unanswered and require systematic research efforts: 

1. One source of clues to compensatory school efforts which might 
prove effective can be found through an understanding of the deviate in 
the disadvantaged groups the "good" learner. What accounts for the 
boy or girl who does well in school, is interested in pursuing higher edu- 
cation, enjoys reading and other schoolish activities even outside of school? 
The work of Reckless and his associates (20) suggests that there is a 
great difference in the self-image of the delinquency-prone boy who does 
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not actually come into conflict with the law and the boy from the same 
general level environment who does engage in delinquent acts. Although 
Deutsch (3) did not find any direct relationship between self-image and 
achievement, this might have been due, as he suggests, to the fear motiva- 
tion for learning. Certainly, some pupils, even from the most disadvan- 
taged homes, have successful school experiences with teacher who reach 
them through positive motivation. Who are these pupils, in what ways 
do their home relations differ from the rest, what was the image of school 
which they had before entering, what kinds of attitudes toward their own 
status and toward education do their parents have? All of these and other 
pertinent areas of investigation may shed light on pre- and in-school pro- 
cedures which might raise the educational sights of disadvantaged chil- 
dren. 

2. Because of its complex nature the city services many groups which 
differ socially, economically and ethnically. Although a good deal is 
known about the general educational aspirations of middle-class families, 
little systematic information is available about their attitudes toward their 
child's attendance at schools which service children of widely diverse 
backgrounds. Conversely, a systematic study of the attitudes of parents 
from disadvantaged groups is needed. This information becomes crucial 
when plans for cross-district or "open enrollment" are contemplated. Since 
many city neighborhoods tend to be highly homogeneous by class and 
ethnic group membership, artificial measures must be introduced to bring 
children from various backgrounds together, especially at the elementary 
and junior high school levels. The school expectations of the diverse 
groups may play a crucial role in determining the success of various "inte- 
gration" measures. 

3. The effects of the schools themselves on fostering or depressing 
achievement has been given minimum study. In some schools, even in 
depressed areas, pupils, in general, learn more, like school better and 
present fewer disciplinary problems. And within a single school some 
teachers are more successful than others. What combination of adminis- 
tration, supervision, personnel policies and parent involvement create 
these school to school differences? What personality characteristics, teach- 
ing styles, class-room organization or instructional methods discriminate 
between more and less successful teachers? Do teachers from lower- 
class backgrounds relate better to disadvantaged pupils than teachers 
raised in middle-class homes? Do Negro or Puerto Rican teachers work 
more effectively with children from their respective groups than do white 
teachers? There is little systematic evidence on any of these questions. 

Nor is there sufficient understanding of the effects that various school 
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climates have on raising or lowering pupils' educational and vocational 
aspirations. The work of Wilson (27) suggests that, in the predominantly 
lower-class school, middle-class boys do less well than do comparably able 
boys from similar families in predominantly middle-class schools. For ex- 
ample, of those whose fathers were either professionals or white collar 
workers, 66 per cent in middle-class high schools as against 39 per cent 
in predominantly lower-class high schools aspired to professional occu- 
pations. By the same token, 44 per cent of the children of manual work- 
ers who attended middle-class high schools as opposed to only 27 per cent 
from similar backgrounds in the lower-class schools aspired to profes- 
sional vocations. 

Differences in achievement were also influenced by the general school 
climate. For example, in the middle-class schools, half of the pupils from 
white collar families and 35 per cent from families of manual workers 
achieved median grades of "A" or "B" while only 18 per cent and 11 per 
cent, respectively, of the pupils of comparable background achieved those 
grades in the lower-class schools. 

In view of the above findings, questions regarding the most desirable 
population composition of schools takes on special importance, especially 
where specific plans for moving pupils across neighborhood school lines 
are under way. But in addition to the general problem of the social class 
climate of the school, there is the question of the ethnic make-up. Does 
the proportion of Negro pupils transported into a predominantly white, 
middle-class school make a difference? Or is the caliber of the students 
perhaps more important than the number? The scant evidence available 
to date suggests that the positive social acceptance effects presumably as- 
sociated with interracial contact do not necessarily materialize. In one 
city, where Negro pupils were moved into predominantly white schools, 
sociometric ratings found that the Negro pupils rated the white pupils 
higher than they did each other, while the white pupils rated each other 
higher than the Negroes. Thus, the Negro pupils showed lower acceptance 
of self as well as lower acceptance by others. 5 In a California (26) study, 
where white and Negro pupils from racially segregated elementary schools 
were placed in a newly integrated junior high school it was found that, for 
the white pupils, willingness to accept members of a Negro group was very 
low before integration and decreased during a year of contact. The will- 
ingness of the Negroes to accept white pupils was high on the pre-test and 
increased slightly after a year of integrated schooling. 

Such results as those cited above raise some very important questions 
regarding pupil selection, pupil and parent preparation, and school per- 

5 Personal communication. 
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sonnel attitudes in planning for integration in those areas where de facto 
segregation is the rule. 

Implications for School Experimentation 

Many large cities have made deliberate efforts to study and improve 
the education of disadvantaged youth. Some of the suggestions for ex- 
perimental programs which follow derive from various sources in the lit- 
erature and to some extent overlap those already in operation. 

L Pre-school education. To compensate for the lack of "learning readi- 
ness" experiences characteristic of the pre-school years of the disadvan- 
taged pupil, the school should experiment with carefully designed pro- 
grams beginning no later than age three which will provide the child with 
verbal and symbolic experiences which lay the foundation for later aca- 
demic achievement and which the middle-class pre-school child so often 
has at home. In addition, the pre-school years can provide opportunities 
for consistent success in the school setting and thus help develop positive 
attitudes toward school attendance. Such programs might differ consider- 
ably from the standard nursery school program, with a greater emphasis 
on experiences preparatory to school learning. 

2. The primary grades as preparatory to formal instruction. As an ex- 
tension of the concept of building up positive attitudes through a series of 
successful school experiences experimentation with the postponement 
of the introduction of formal school subjects (for those who have not 
had pre-school experiences) would be desirable. Because of their lack 
of background for dealing with symbolic material, it might be effective to 
consider the first two years of the elementary school as preparatory to the 
formal learning of the three R's (though arithmetic may be more readily 
introduced at an earlier age) . In one long established independent school 
in New York City it was found that postponement of formal reading in- 
struction until second grade resulted in the virtual elimination of the need 
for remedial reading instruction. Although the population of the private 
school differed greatly from the disadvantaged groups, the concept of 
postponing exposure to potentially defeating experiences is applicable. 
The first two years can be used to build up a reprtoire of verbal experi- 
ences, both speaking and listening; 6 to acquaint pupils with literature 
through story telling and records; to expose them to the resources of the 
city; to provide opportunities for self-government. But what is equally 
important, these learnings can proceed in the absence of the continuously 

c In this connection Deutsch (3) found that in many instances pupils were not 
following directions because they did not hear what was asked since they had had 
so little exposure to spoken language beyond terse commands. 
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defeating experiences of being wrong, of not knowing the correct answer, 
of being viewed and viewing oneself as "stupid." 

It could be hypothesized that after two or three years of preparation 
for learning in a stimulating and encouraging climate, dis advantaged pu- 
pils would be more successful in mastering formal learning. 

One note of caution: to be meaningful, such programs would have to 
be rich in content and allow the pupils to feel that they are learning signifi- 
cant material. Both pupils and parents would be highly resistant if the 
first two elementary grades were no more than an extension of kinder- 
garten, and were viewed as demeaning rather than as upgrading. 

3. Male teacher. The lack of adequate male identification models in the 
homes of many of the disadvantaged boys suggests the need for male teach- 
ers even in the very early years. Since it is not possible to staff a sufficient 
number of classes with qualified male teachers, the use of male assistants 
or student teachers might be desirable. The long-term effects of contact 
with male models in the classroom should be studied. 

4. Separation by sex. In view of the evidence on the significant differ- 
ences in attitudes, self-concepts and achievement patterns of boys and 
girls, particularly in the Negro groups (and possibly in other ethnic popu- 
lations which suffer from broken homes) separate classes for boys and 
girls might prove desirable. The lack of competition from apparently 
more successful girls might provide a more encouraging classroom climate 
for the boys. Since so many disadvantaged boys are surrounded by female 
authority both at home and at school, they may need to assert their "male- 
ness" through transgressions against the female domination. Elementary 
school classes for boys with men teachers may provide an antidote to the 
largely female world in which so many of the boys live. It would also be 
desirable to test the effects of exposing them to male teachers of their own 
ethnic group which, theoretically, should increase the possibility of per- 
sonal identification. 

5. Changes in materials. The controversy over the kinds of materials 
appropriate for lower class pupils has raged for many years. Some con- 
tend that the texts should exemplify values which will "uplift" the pupils. 
Further arguments center around the desirability of focusing materials on 
the ethnic group from which the pupils come. 

Perhaps some of these arguments could be settled by a shift from the 
suburban content and illustrations typical of most early text books to 
urban oriented material. The city apartment house rather than the one 
family house surrounded by lawns and flower beds; public transportation 
as well as the private automobile; fathers of many occupations rather than 
the typical businessman; all of these could form a part of the teaching ma- 
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terials of city children. Furthermore, if the material is truly derived from 
the life of the city, its content would have to be interracial and interethnic. 
The focus of the materials need not be limited to the present experiences 
of various groups of city dwellers, but could also include portrayal of 
the future opportunities which the city holds for them. Thus, the "either- 
or" nature of the controversy regarding teaching materials could be obvi- 
ated. 

Consideration might also be given to the development of textbooks 
without grade labels, providing at each reading level a series of books 
graded in content. With such materials, older pupils whose reading level 
may be low would be dealing with content appropriate to their age and 
interests. 

6* The application of special methods. The social psychological research 
literature allows for several inferences regarding classroom procedures 
which might lead the disadvantaged child from this typical approach to 
problem solving to approaches which are more adaptive to academic 
success. 

a. Motor-oriented teaching. From their study of expressive styles 
Miller and Swanson (14) concluded that "... if the teacher enables 
them [lower-class pupils] to express themselves with the large muscles 
of the torso and limbs, her students may make surprising educational 
progress." (p. 397) . Other researchers have noted the emphasis on the 
concrete rather than symbolic approaches to problem solving, the great 
admiration for physical prowess, the tendency to respond physically 
or by physical conversation symptoms in psychological defense situa- 
tions. 

To what extent can approaches and materials be designed to allow 
the pupil to use his whole body in responding to problems? Can "act- 
ing-out" be substituted in the early stages for "talking about" or "writ- 
ing down"? Can early dramatic play and later role playing be utilized 
as means for inducting the physically-oriented child into symbolic, 
verbal learning? 

Reissman's contention that "teaching machines are likely to appeal 
to the deprived child" (21) because of his preference for a "doing" op- 
peration merits investigation in this connection. In fact, any technique 
which will allow those who can express themselves more effectively 
through motor than through verbal responses should be developed and 
introduced experimentally, accompanied by carefully controlled evalu- 
ation both in terms of immediate gains in achievement as well as in 
terms of attitudes toward learning and their effectiveness. 
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b. Use of tangible rewards. Many studies have pointed to the "pres- 
ent" as opposed to the "future" orientation of lower-class pupils. Their 
response tends to be more positive and their involvement greater when 
they are rewarded not only immediately but also tangibly (4). The 
symbolic type of reward of "right" or "that's good" such as the teacher 
may use or which acts as reinforcement in programmed instruction, is 
though immediate, too intangible to act as a motivating force for many 
disadvantaged pupils. In view of Deutsch's (3) inference that much of 
the learning that does take place is motivated by fear, perhaps the sub- 
stitution of tangible, material rewards would produce a less fearsome 
and happier climate. 

Again, such techniques would be worthwhile if they can be used 
transitionally, to provide the initial motivation to engage in the learn- 
ing experience on the assumption that engagement will lead to suc- 
cessful accomplishment, and that this, in turn, will motivate future 
involvement. 

c. Increasing the attention span. Discrepancies in attention span be- 
tween middle-class and disadvantaged pupils of the same age have been 
found consistently. In his study, Deutsch, (3) for example, found that 
the Negro pupils tended to drop a problem when it became the least 
bit difficult and responded with "so what" to teacher-prodding. How- 
ever, when engaged in work relating to Negro History week, these same 
pupils showed a level of involvement and concentration not observed 
in connection with other content. Reissman (21) suggests that al- 
though the "deprived child does not easily get into problems . . . once 
he does become involved, he is often able to work tenaciously for long 
stretches at a time," (p. 67 ) . Such findings suggest the need for experi- 
menting with learning tasks graduated in length and focused on content 
which will engage the learner. The development and experimental use 
of such material is strongly indicated. 

7. . Teacher education and reorientation. One of the most important areas 
for study relates to teacher education and reorientation. On the basis of 
investigations of the characteristics and procedures of more successful 
teachers, both the selection of teachers and their in-service education can 
be based on evidence of effective work with disadvantaged pupils. 

a. Use of class time. The various purposes for which class time is used 
needs to be carefully analyzed. Deutsch's (3) finding that 50 to 80 
per cent of all class time in the Negro school as compared to 30 to 50 
per cent in the lower class white school was devoted to non-academic 
tasks suggests the need for reappraising the actual functioning of the 
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teacher in the classroom. Perhaps there is a need for a series of pre- 
cise "time-motion" studies of the teacher's day in order to discover how 
a greater portion of it might be devoted to actual teaching. 

It would also be well to study the relative efficiency of devoting large 
blocks of time early in the year to the establishment and practice of 
routines as compared to using short periods over a longer time span for 
such purposes. 

b. Modes of discipline. An analysis of the kinds of disciplinary 
actions which prove most effective could form part of a teacher re- 
orientation program. Since most of the disadvantaged pupils are ac- 
customed to responding to physical discipline and not to appeals to 
"goodness," or social acceptability, what techniques can the school use 
which will help reorient the pupil to respond to non-physical discipline? 
Or, are there forms of physical discipline which do not hurt the child 
but which he can accept and respond to? How can discipline be main- 
tained in the class without developing a climate of fear and resentment? 
Some answers can be derived from observation of teachers who have 
minimal disciplinary problems; other insights might come from a sys- 
tematic analysis of these activities in which the pupils tend to be more 
unruly and difficult to manage and those in which their involvement 
with the task is sufficient to keep them "out of trouble." 

c. Accepting the disadvantaged child. There is some evidence to 
indicate that teacher ratings of pupil acceptability are related to the 
pupil's social class status. In a study of pupil self-ratings, and of how 
they believed their teachers saw them as well as teacher ratings of 
achievement and personality characteristics, Davidson and Lang (2) 
found that the more favorably a pupil viewed himself, the more favor- 
ably he expected to be viewed by the teacher; and that those who were 
rated higher on achievement, more often had a more favorable self- 
perception and anticipated a more favorable teacher rating. Although 
lower class pupils more often received unfavorable achievement ratings, 
differences in behavior ratings were not significantly different by social 
class. In general, favorability of teacher rating, though independently 
related both to social class and to pupil achievement, was more highly 
correlated with the latter than with the former. These findings suggest 
that a pupil's school performance affects his teacher's view of him more 
consistently than does his social class membership. However, it is high- 
ly probable that the lower-class poor achiever is viewed more negatively 
than the middle-class low achiever. 

How can teachers be helped to accord pupils acceptance when they 
fail to meet desirable achievement standards and present behavior prob- 
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leros typical of disadvantaged children? To the extent that the child's 
feeling of acceptance by the teacher raises his estimate of himself, 
teacher responses to pupils might play a stronger part than expected 
in the development of the pupils' self-concepts. 

d. Openness to new teaching styles. While the problem of accepting 
new methods and styles of teaching is common to many teachers, the 
need for trying totally new ways of working, which may well be in- 
dicated for the disadvantaged pupils, can create considerable teacher 
resistance and confusion. For example, teachers would need help with 
accepting such procedures as the postponement of formal reading in- 
struction, the use of "acting out" procedures, the change from group to 
individualized instruction, etc. and would require concrete assistance 
in implementing such techniques. 

The Need for Controlled Research 

There are many areas in which changes in existing procedures should 
be tried and examined. The above are only examples. The advantages of 
individual versus group instruction; the role of guidance and psychological 
services; procedures for parent involvement and re-education; the rela- 
tionship between the school and other social agencies; the problems of de- 
linquency and the school's relation to law enforcement personnel and to 
the courts as well as many others need to be studied. 

But in undertaking the development of new programs it is important to 
guard against the shortcomings which have characterized so many well 
intentioned programs. Unfortunately, in their zeal to do their very best 
for the disadvantaged pupils, schools have developed pilot programs which 
introduced many modifications simultaneously. For example, some cities 
have included increased guidance, remedial teaching, exposure to cultural 
resources, parent involvement, and many others. Such programs are ex- 
pensive and require large numbers of specialized personnel so that, even 
if they prove successful, it is most difficult, if not impossible, to replicate 
the total program on a city-wide scale. But as they are generally organized, 
there is no way of discovering which of the modifications and in what 
combination are most effective. It is possible that one or two new ap- 
proaches do as much as a whole host of changes. But how is one to know, 
except by testimonial which is at best a questionable technique which 
procedures really effected a change in the pupils. 

Whatever additions or modifications a school undertakes should be so 
developed as to enable careful evaluation of the effectiveness of the par- 
ticular procedures. Only in this way will we have sufficient evidence to 
plan adequate programs for disadvantaged pupils. 
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PART II ( 

Psychological Aspects 
of Education in 
Depressed Areas 



In its Master Plan for Human Redevelopment, the Baltimore Area 
Health and Welfare Council describes the recognizable characteristics of 
its "hard core," "multi-problem," "culturally-deprived," "disorganized" 
families in the depressed areas of the city as follows : 

Many do not understand, or are not in contact with, modern urban living; 

Many are participants in subcultures, the values and customs of which are 
different from urban middle class values and experiences; 

Many, particularly children and youth, suffer from the disorganizing impact of 
mobility, transiency, and minority group status; 

Many have educational and cultural handicaps arising from backgrounds of 
deprivation; 

Many are members of families with many problems: divorced, deserted, un~ 
employed, chronically sick, mentally ill, retarded, delinquent; 

Many lack motivation or capacity to cope with their problems or to improve 
their situations; 

Most lack opportunities or motivation to become responsible citizens for the 
maintenance or improvement of their neighborhood or community. 1 

How pervasive is the psychological impact of conditions in America's 
grey areas on the educational performance of children and the develop- 
ment of their individual potential? The full extent is difficult to assess. 
Concentrating on bare economic survival, parents in depressed areas can 
give little attention to stimulating their children's intellectual growth, plan- 
ning for the educational future, or even preparing them for the demands 
of the classroom. Academic retardation and non-promotion; discipline 

1 Health and Welfare Council of the Baltimore Area, Inc. "A Letter to Ourselves: 
A Master Plan for Human Redevelopment,** mimeographed report, Baltimore: the 
Council, January 18, 1962, p. 3. 
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and behavior problems; poor test performance, especially on tests of 
general intelligence and scholastic aptitude; poor motivation for academic 
work; apathy, withdrawal, and contempt for assignments and classroom 
activities; open hostility or conflict with teacher and school norms; high 
drop-out rate these are some of the problems faced by a school having 
large numbers of children from homes in depressed areas. These problems 
vary in nature, extent, and intensity among different cities and different 
ethnic and racial groups. 

There are large variations in the scholastic performance of different 
groups; not all minority or in-migrant groups present the same educational 
problems. Moreover, and perhaps more significantly, the variations within 
the group are as great as the inter-group diversity. This range of differ- 
ences underscores the need for better delineation of the nature and 
meaning of "cultural deprivation." What are the salient characteristics 
of disadvantaged children to consider in educational planning? In what 
ways, if any, is disadvantaged status related to race, to ethnic origins, to 
point of origin of in-migration, to socio-economic class, to recency of ar- 
rival in the slum area? What are the psychological effects of discrimination 
and segragation in housing, employment opportunities, and education on 
the children and what accounts for the different ways that individuals 
respond to these barriers? Why do individuals and groups react differently 
to the discrepancy between personal aspirations for culturally defined 
success goals and the realistic possibilities for attaining these ends by 
legitimate means? Which specific aspects of the "culture of the slums" 
account for the easy abandonment of basic scholastic goals? Which aspects 
affect the alienation from the dominant forms of a middle-class society? 
Are there specific aspects of life in a disadvantaged neighborhood which 
shape personality, attitude, and motivation? What are the differences 
between the achievers and the non-achievers and what accounts for these 
variations from seemingly similar family structures, neighborhoods, and 
racial or ethnic groups? What are the "positive" aspects of life in dis- 
advantaged areas that have meaning for educational planners? 

Dark skin color and its psychological impact on the child's perception 
of his social status, his personal worth, his self-esteem and his educational 
and vocational aspirations are examined in the first paper. The problems 
call for varied family, school, and community measures to upgrade the 
child's aspiration level and standards of achievement so that he will be 
able to seize new opportunities in education, employment, housing and 
other areas of life as these are opened to him. The second paper re- 
emphasizes the historical role of education as one of the most effective 
means for social mobility; challenges the schools to modify curriculum 
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and materials and create the conditions for building "a positive self-esteem 
to supplant the feelings of inferiority and sense of hopelessness which are 
supported by an all too-pervasive pattern of social realities." The third 
paper deals with the effects of impoverished circumstances on reading and 
learning disabilities, as well as general adjustment to life. The combination 
of factors in the early formative years serves these children poorly for 
academic life, while it diminishes the effectiveness of the school as a major 
institution for socialization and acculturation. 

Professor and Mrs. David Ausubel review the psychological research 
on the personality development of children from economically and racially 
segregated families. They examine the nature of and bases for individual 
behavioral differences within disadvantaged groups and consider the im- 
plications of these studies for school policies and practices. Their focus is 
on the factors affecting ego-development the growth of the individual's 
self-image, motivations, and personality traits as these affect his aspira- 
tions and his drive toward goals. Educational problems of segregated 
Negro children, the Ausubels observe, are bound up with other cultural 
forces which negate opportunities for status forces which mold "signi- 
ficant differences in self-esteem, in aspirations for achievement, in per- 
sonality adjustment, and in character structure." These same family, 
school and subcultural patterns retard academic progress, depress educa- 
tional goals, and lower vocational aspirations. 

The Ausubels contend that significant changes in the ego structure of 
Negro children are needed and that these can be brought about in two 
complementary ways: the elimination of all aspects of inferior and segre- 
gated caste status and the initiation of various measures in the family, 
school, and community to build self-esteem and to enable the Negro to 
take full advantage of the new opportunities open to him. While no 
panacea in itself, the desegregated school is seen as "an important and 
indispensable first step in the reconstitution of Negro personality, since the 
school is the most strategically placed social institution for effecting rapid 
change both in ego structure and in social status." Professor Ausubel 
counsels "natural" desegregation of schools through changing housing and 
neighborhood patterns, rather than through "artificial" administrative 
means assuming that district lines have not been gerrymandered. Since 
ego-development is the product of interpersonal relations (in family, 
neighborhood, and school), real desegregation grows out of relations in 
daily situations where children can interact positively. 

Since counselors in depressed urban-area schools act, to a large extent, 
in loco porentis, Ausubel suggests that there may be some advantage to 
Negro counselors for Negro children. The counseling role is one of deal- 
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ing, primarily on an individual or small group basis, with adaptive and 
value problems -raising aspirational levels, helping with personal adjust- 
ment, bridging school-neighborhood cultural gaps, assisting with develop- 
ment of transitional and coping mechanisms, and working with parents to 
raise the level and stability of the home. There appears to be some evi- 
dence that the Negro child can identify better with persons of his own 
race, can be less suspicious of the counselor's motives. A Negro counselor, 
having presumably overcome many of the minority-group ego problems 
himself, may be more sensitive to the child's problems and therefore, may 
reach rapport with the child more quickly. However, other aspects of the 
intricate pupil-counselor relationship rule out automatic matching of 
races and groups. 

Realistic vocational guidance considers individual interests, aptitudes, 
skills, and job opportunities without repressing aspirations on the basis of 
present employment restrictions. Sociological and technological trends 
challenge the young Negro, requiring him to alter his ego "so that he 
desires and is able to achieve a level of educational and vocational training 
that would make it possible for him to compete successfully with whites in 
modern industrial society." The problem of raising aspirational and 
achievement levels among minority groups is especially acute because 
"comfortable adjustment" to segregated caste status is no longer possible 
and because automation has eliminated many unskilled jobs. 

Professor Kenneth B. Clark underscores the crucial role of the school 
in determining the level of scholastic achievement, arguing that standards 
and quality of education need not be lowered by the limitations of the 
home and the immediate neighborhood from which the children come. 
Far more significant in determining level of academic achievement are 
the general attitudes of teachers toward their students and the manner in 
which these are communicated. Too many teachers, Clark suggests, 
maintain "the pervasive and archaic belief that children from culturally 
deprived backgrounds are by virtue of their deprivation or lower status 
position inherently uneducable." 

Professor Clark proposes that schools "break through the barrier of 
IQ depression," since many ideas about the IQ are more relevant to as- 
sumptions about class than about education. He sees the IQ scores setting 
ceilings which serve as self-fulfilling prophecies: "when a child from a 
deprived background is treated as if he is uneducable because he has a low 
test score, he becomes uneducable and the low test score is thereby rein- 
forced." To Professor Clark, homogeneous grouping burdens children 
with resentment and humiliation, while masking significant individual 
differences in aptitudes, interests, and abilities among children of the 
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same IQ range. Grouping by ability, Clark maintains, may create as many 
problems and stigmas as segregating by race. 

Schools must provide extra stimulation and encouragement for children 
from lower status groups to compensate for past deprivations and to build 
positive self-esteem, supplanting feelings of inferiority and hopelessness. 
To increase motivation for scholastic attainment and to enhance self- 
concepts, schools must provide "a single standard of academic expecta- 
tions, a demanding syllabus, and skillful and understanding teaching." 
Too often, Clark argues, low expectations and standards, weak educa- 
tional stimulation, and poor teaching have reinforced a sense of failure 
among culturally disadvantaged children already vulnerable to inferiority 
feelings and personal humiliation. Even textbooks and instructional 
materials may "directly or indirectly add to the burdens of already psy- 
chologically overburdened, disadvantaged minority-group children." It is 
harder to suggest the dimensions of new and more appropriate materials 
than to recognize the deficiencies in the present textbooks. 

Clark cautions against fragmentary approaches to improving the effec- 
tiveness of education for children in depressed urban areas. He urges bold, 
imaginative and comprehensive planning characteristics he ascribes to 
New York City's Demonstration Guidance Project. The two essential 
ingredients of successful education for these children are belief in their 
educabiliry and respect for them as human beings. 

Professor Martin Deutsch assays the impact of social and develop- 
mental factors on the intellectual growth and academic achievement of 
culturally disadvantaged children in urban depressed areas. His thesis 
quite different from that of Professor Clark is that the "lower-class child 
enters the school situation so poorly prepared to produce what the school 
demands that initial failures are almost inevitable and the school experi- 
ence becomes negatively rather than positively reinforced." Dr. Deutsch 
examines the environmental and psychological factors that barely equip 
children from depressed areas for the learning tasks and for the behavioral 
requirements that schools expect of middle-class youngsters. Stimulus 
deprivation, experiential poverty, and inadequate training in auditory and 
visual discrimination all handicap the culturally disadvantaged child for 
primary school. Discussing the significance of language development 
and the language-symbolic process in all learning, Deutsch observes that 
early verbal impoverishment may contribute heavily to the child's dis- 
advantage. 

Professor Deutsch recommends, in addition to considerable verbal en- 
richment, orienting the lower-class child to an understanding of what 
school is all about and why he is there. The focus should shift away from 
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the school's problems in relating traditional curriculum and teaching pro- 
cedures to this child; its fix ought rather to be the "enormous confusion, 
hesitation, and frustrations the child experiences and does not have the 
language to articulate when he meets an essentially rigid set of academic 
expectations." In exploring the educational factors and school conditions, 
Deutsch calls for clearer definition of the problems of urban education, 
flexible experimentation with new methods, better training and orientation 
of teachers and administrators to the required learning procedures. In his 
own research, Deutsch is studying the effects of a pre-school enrichment 
program for three- and four-year olds, testing the hypothesis that "early 
intervention by well-structured programs will significantly reduce the at- 
tenuating influence of the socially marginal environment." Deutsch would 
put his emphasis on working with young children, pre-schoolers and 
kindergarteners and their parents, on the assumption that the younger the 
child the greater the greater the possibilities of reversing the effects of cul- 
tural deprivation. More ways of linking the school's work with the home 
are needed. Parents could be of considerable help if trained to aid their 
children, since they are often embarrassed by their own ignorance. 

These questions were outgrowths of the discussions which followed an 
examination of some of the psychological aspects of education in depressed 
areas. Do culturally disadvantaged children learn differently from other 
children; are they more prone to certain kinds of learning disabilities? 
What insights from learning theory provide clues to the problems en- 
countered by the youn^ters from depressed areas? Have the inadequacies 
been diagnosed exactly or has the focus been on the symptoms poor 
reading and language skills, for example? What special modifications in 
teaching methods and materials can overcome academic difficulties? 
Better still, how can we systematize the selection and organization of 
experiences, materials, methods and services, in the context of ideas about 
deprivation? Certainly, there needs to be greater emphasis on many 
different kinds of verbal experiences. As was pointed out in the discus- 
sions, youngsters who have a limited classroom vocabulary may have an 
unexpected range of expressions which are either overlooked or restrained 
by the teacher because of its vivid, colorful nature. Starting with the 
expressive vocabulary and building towards more acceptable language 
patterns by using whatever structure is required may help overcome the 
verbal deficit. Instructional materials fitting the background and experi- 
ences of a particular group of children may help compensate for verbal 
deprivation. Of the wealth of available books, games, workbooks, spe- 
cialized reading equipment, remedial devices, and other materials, which 
has a special appeal for youngsters with limited verbal backgrounds? 
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The plight of the culturally deprived youngster has been described by 
Professor Deutsch's Institute for Developmental Studies as follows: 

Not only do they fall behind in the basic skills, such as reading and arithmetic, 
but they also respond minimally to the broader aspect of the function of the 
school: the instilling of a respect for knowledge, the fostering of the develop- 
ment of the cognitive skills necessary for acquiring knowledge, and that gen- 
eral function of equipping a child to live as a responsible citizen. 2 

What kinds of educational enrichment experiences will increase the dis- 
advantaged child's appetite for school tasks and their accomplishment? 
Should he enter school earlier than middle-class children? How much 
stress should be placed on the pre-school variables in program planning? 
What kind of nursery and pre-school programs does he need? Can early 
curriculum enrichment foster essential cognitive skills and enhance moti- 
vation for school achievement? Can reinforcement boast the child's ability 
to learn those things which the school rates important? What is the nature 
of reinforcing experiences? To what extent must parents be involved in 
early educational programs? Should the school undertake parent educa- 
tion programs in home management, child care, and the expansion of 
cultural activities? 

The question of assessment of individual potential among disadvantaged 
children was raised and explored. While there was general agreement on 
the shortcomings of group intelligence tests with culturally and verbally 
deprived children, alternative means of assessment are not readily avail- 
able. How can performance be used as a symptom for prediction of poten- 
tial, without setting limits on instruction? 

The responses of individuals to the psychological and social conditions 
in depressed urban areas vary widely, for obscure reasons. Can these 
differences be identified early enough for the school to differentiate its 
offerings? Should the school adapt itself to individual variations in need 
gratification; how should it modify the use of rewards and reinforcement? 

To what extent does the family influence the aspirations, motivations, 
and attitudes toward school, toward education, toward a view of life op- 
portunities? What aspects of the home background contribute to the lack 
of school achievement: for example, language patterns, child-rearing 
methods, physical surroundings, female or male dominance, diet, family 
stability, play materials? What is the responsibility of the school for work- 
ing with families? What members of the staff can work best with families? 
Does it reassure parents to have visiting teachers or social workers of their 

2 Institute for Development Studies, Descriptive Statement. New York: New 
York Medical College, 1960, p. I. 
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own ethnic or racial group? What measures are needed to help recent in- 
migrants adjust to urban life? What should be the nature and extent of 
then* assimilation? 

The psychological impact of life in a depressed area affects the moti- 
vation, the aspiration, the release of potential of the individual. Under- 
standing the nature and perimeters of this impact could provide guides for 
better educational planning in the school, in the home, in the community. 



David P. Ausubel 
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Ego Development 
Among Segregated 
Negro Children 



Ego development refers to the orderly series of changes in an indi- 
vidual's self-concept, self-attitudes, motives, aspirations, sources of self- 
esteem, and key personality traits affecting the realization of his aspira- 
tions as he advances in age in a particular cultural setting. It obviously 
varies from one individual to another within a particular culture or sub- 
culture in accordance with significant temperamental traits and idiosyn- 
cratic experience. Nevertheless, it manifests a certain amount of intra- 
cultural homogeneity or intercultural difference because of culturally in- 
stitutionalized differences in interpersonal relations; hi opportunities for 
and methods of acquiring status; in prescribed age, sex, class, and occupa- 
tional roles; in approved kinds of personality traits; and in the amount 
and types of achievement motivation that are socially sanctioned for indi- 
viduals of a given age, sex, class, and occupation. 

For all of these reasons the ego development of segregated Negro chil- 
dren in America manifests certain distinctive properties. Negro children 
live in a predominantly lower-class subculture that is further character- 
ized by a unique type of family structure, by specially circumscribed op- 
portunities for acquiring status, by varying degrees of segregation from 
the dominant white majority, and, above all, by a fixed and apparently 
immutable denigration of their social value, standing, and dignity as hu- 
man beings because of their skin color. Hence, it would be remarkable 
indeed if these factors did not result in significant developmental differ- 
ences in self-esteem, in aspirations for achievement, in personality adjust- 
ment, and in character structure. In fact the Supreme Court decision of 
1954 outlawing school segregation was based primarily on considerations 
of ego development. It recognized that school and other public facilities 
cannot be "separate and equal" because enforced and involuntary sepa- 
rateness that is predicated on purely arbitrary criteria necessarily implies 
an inferior caste status, and thereby results in psychological degradation 
and injury to self-esteem. 
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In the context of this conference on the education of culturally disad- 
vantaged groups in depressed urban areas, our interest in the ego develop- 
ment of segregated Negro children obviously transcends mere theoretical 
considerations. Recent technological and sociological changes are con- 
fronting the American Negro with significant new challenges to his tra- 
ditional role and status in our society. In the past it was possible for him 
to achieve some measure of stable adjustment to his inferior caste posi- 
tion, unsatisfactory though it was. He more or less accepted his devalued 
social status and second-class citizenship, aspired to low-level occupa- 
tional roles requiring little education and training, found work in unskilled 
and menial occupations, and lived within his segregated subculture shun- 
ning contact and competition with whites. But two important changes 
are currently rendering this type of adjustment less and less tenable. In 
the first place, automation is rapidly decreasing the need for unskilled and 
uneducated labor in America. The poorly trained and poorly educated 
Negro youth who drops out of secondary school as soon as he reaches 
the minimum legal age, or fails to acquire some post-high-school technical 
training, finds himself at a much greater disadvantage in today's job mar- 
ket than was true of his father and older brother just a decade ago. He 
now lives in a wider culture in which a much higher level of educational 
and vocational training is a prerequisite for occupational adjustment, but 
he still grows up in a subculture that neither fosters aspirations for such 
education and training, nor provides the moral and material support nec- 
essary for their realization. Second, there are many indications that the 
Negro is no longer content with his segregated caste status and second- 
class citizenship. At the same time, however, he possesses a character 
structure and a repertoire of educational and vocational skills that, on 
the whole, do not prepare him to compete adequately with whites in the 
wider culture. In short, he is more desirous of participating in the unsegre- 
gated American culture, but lacks the personality traits and intellectual 
attainments that would enable him to do so effectively. 

As educators, our job is to help the Negro child fill the new and more 
desirable place in American society that technological change and his 
elders' aspirations for equality are creating for him. Essentially this means 
altering his ego structure so that he desires and is able to achieve a level 
of educational and vocational training that would make it possible for 
him to compete successfully with whites in modern industrial society. It 
is true, of course, that the Negro's ego structure is largely a reflection of 
the actual social and legal status he enjoys in our culture; and as citizens 
it is our obligation to help him achieve equality of opportunity and equality 
before the law. But status and its reflection in self-esteem depend as much 
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on real achievement as on equality of rights and opportunity. A changed 
ego structure, as manifested in higher educational and vocational aspira- 
tions, in the development of personality traits necessary for realizing these 
aspirations, and in the actual achievement of higher educational and voca- 
tional qualifications, can do as much to improve the Negro's status in 
society, and hence enhance his self-esteem, as can amelioration of his 
social and legal status. If, on the other hand, the Negro community can- 
not obtain our support in helping to mold the Negro youth's ego structure 
in ways that will eventually improve his competitive position in the em- 
ployment market, he can only look forward to becoming permanently 
unemployable and subsisting on public assistance. This latter state of 
affairs would not only tend to perpetuate the Negro's lower-class and in- 
ferior caste position with its attendant adverse effects on ego development, 
but would also increase racial tensions and encourage anti-social behavior. 
In this paper we propose to do three things. First, we would like to con- 
sider the personality development of the segregated Negro child as a spe- 
cial variant of the more typical course of ego development in our culture. 
Here the approach is normative, from the standpoint of a personality 
theorist interested in subcultural differences. In what ways does the ego 
development of segregated Negro children differ from that of the text- 
book child growing up in the shadow of our dominant middle-class value 
system? Second, we would like to consider some kinds of and reasons 
for individual differences within this underprivileged group. Do all Negro 
children in the Harlem ghetto respond in the same way to the impact of 
thek segregated lower-class environment? If not, why not? Are there 
social class, sex, and individual differences among Negro children? Ques- 
tions of this type would be asked by a personality theorist concerned with 
idiosyncratic and group variability within a subcultural setting, or by a 
psychiatrist treating the behavior disorders of such children in a Harlem 
community clinic. Finally, we propose to consider the implications of this 
material for such practical issues as educational practice and desegre- 
gation. 

Overview of Ego Development In White Middle-Class Children 

Before turning to a description of ego development in segregated Negro 
communities, it may be helpful to examine briefly the typical middle-class 
model with which it will be compared. In doing this we do not mean to 
imply that the developmental pattern in suburbia is necessarily typical of 
the American scene. Obviously only a minority of America's children 
live in the ecological equivalent of suburban culture. Nevertheless it is 
still a useful model for comparative purposes because it reflects the value 
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system that dominates such official socializing institutions in our society 
as the school, the church, the youth organizations, the mass media, and 
the child-rearing manuals. Hence, it is the most widely diffused and influ- 
ential model of socialization in our culture. It is the official model that 
most parents profess to believe in regardless of whether or not they prac- 
tice it. It is the model that would most impress foreign anthropologists as 
typical of American culture. 

The infant in suburbia, as in many other cultures, may be pardoned 
for entertaining mild feelings of omnipotence (7). Out of deference for 
his manifest helplessness, his altruistic parents are indulgent, satisfy most 
of his needs, and make few demands on him. In view of his cognitive 
immaturity, it is hardly surprising then that he interprets his enviable situ- 
ation as proof of his volitional power than as reflective of parental altruism. 
As he becomes less helpless and more responsive to parental direction, 
however, this idyllic picture begins to change. His parents become more 
demanding, impose their will on him, and take steps to socialize him in 
the ways of the culture; and by this time the toddler has sufficient cognitive 
maturity to perceive his relative impotence and volitional dependence 
on them. All of these factors favor the occurrence of satellization. The 
child surrenders his volitional independence and by the fiat of parental 
acceptance and intrinsic valuation acquires a derived or attributed status. 
As a result, despite his marginal status in the culture and manifest inability 
to fend for himself, he acquires f eelings of self-esteem that are independent 
of his performance ability. He also internalizes parental values and ex- 
pectations regarding mature and acceptable behavior. 

In suburbia, derived status constitutes the cornerstone of the child's 
self-esteem until adolescence. Beginning with middle childhood, however, 
forces are set hi motion which bring about preliminary desatellization from 
parents. Both in school and in the peer group he is urged to compete for 
a primary status based on his academic proficiency, athletic prowess and 
social skills. School and peer groups legislate their own values, impose 
their own standards, and also offer him a subsidiary source of derived 
status insofar as they accept him for himself in return for his loyalty and 
self-subordination. All of these factors tend to devalue the parents and 
to undermine their omniscience in the child's eyes. The home becomes 
only one of several socializing agents that foster the development of aspira- 
tions for academic and vocational success and of the pattern of deferred 
gratification necessary to achieve them. Nevertheless, until adolescence, 
parents remain the major socializing agents and source of values in the 
child's life. Compared to the derived status obtained from parents, the 
primary status available in school and peer group plays only a subsidiary 
role in the total economy of ego organization. 
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Ego Development in Young Negro Children 

Social-class factors. Many of the ecological features of the segregated 
Negro subculture that impinge on personality development in early child- 
hood are not specific to Negroes as such, but are characteristic of most 
lower-class populations. This fact is not widely appreciated by white 
Americans and hence contributes to much anti-Negro sentiment: many 
characteristic facets of the Negro's value system and behavior pattern are 
falsely attributed to his racial membership, whereas they really reflect 
his predominant membership in the lower social class. Nevertheless, these 
characteristics are commonly offered as proof of the alleged moral and 
intellectual inferiority that is supposedly inherent in persons of Negro 
ancestry and are used to justify existing discriminatory practices. 

Lower-class parents, for example, are generally more casual, incon- 
sistent, and authoritarian than middle-class parents in controlling their 
children, and resort more to harsh, corporal forms of punishment (30, 31, 
70, 71, 74) . Unlike middle-class fathers, whose wives expect them to be 
as supportive as themselves in relation to children, the lower-class father's 
chief role in child rearing is to impose constraints and administer punish- 
ment (74). Even more important, lower-class parents extend less suc- 
corant care and relax closely monitored supervision much earlier than 
then* middle-class counterparts (29, 30, 35, 54). Lower-class children 
are thus free to roam the neighborhood and join unsupervised play groups 
at an age when suburban children are still confined to nursery school 
or to their own backyards. Hence, during the pre-school and early ele- 
mentary-school years, the lower-class family yields to the peer group 
much of its role as socializing agent and source of values and derived 
status. During this early period lower-class children undergo much of 
the desatellization from parents that ordinarily occurs during middle child- 
hood and preadolescence in most middle-class families. They acquire 
earlier volitional and executive independence outside the home and in 
many cases assume adult responsibilities such as earning money and caring 
for younger siblings. Abbreviated parental succorance, which frustrates 
the dependency needs of middle-class children and commonly fosters over- 
dependence (100), has a different significance for and effect on these 
lower-class children. Since it reflects the prevailing subcultural norm, and 
since the opportunity for early anchorage to a free-ranging peer group is 
available, it tends to encourage the development of precocious independ- 
ence. 

This pattern of precocious independence from the family combined 
with the exaggerated socializing influence of the peer group, although 
characteristic of both white and Negro lower-class children, does not nee- 
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essarily prevail among all lower-class minority groups in the United States. 
Both Puerto Rican (3) and Mexican (75) children enjoy a more closely- 
knit family life marked by more intimate contact between parents and 
children. In Mexican families, maternal and paternal roles are also more 
distinctive, masculine and feminine roles are more clearly delineated in 
childhood, and the socializing influence of the peer group is less pro- 
nounced (75). 

The working-class mother's desire for unquestioned domination of her 
offspring, her preference for harsh, punitive, and suppressive forms of 
control, and her tendency to maintain considerable social and emotional 
distance between herself and her children are probably responsible in part 
for the greater prevalence of the authoritarian personality syndrome in 
lower-class children than in middle-class children (36, 53, 69). Lower- 
class children tend to develop ambivalent attitudes toward authority fig- 
ures and to cope with this ambivalence by making an exaggerated show of 
overt, implicit compliance, by maintaining formally appropriate social 
distance, and by interacting with these figures on the basis of formalized 
role attributes rather than as persons. Their underlying hostility and re- 
sentment toward this arbitrary and often unfair authority is later ex- 
pressed in such displaced forms as scape-goating, prejudice, extremist 
political and religious behavior, ethnocentrism, and delinquency (36, 53, 
69). 

Much of the significant relationship between social-class status and 
school achievement undoubtedly reflects pervasive social-class differences 
in cognitive orientation and functioning that are operative from early 
childhood (15). Middle-class children are trained to respond to the ab- 
stract, categorical, and relational properties of objects, whereas lower- 
class children are trained to respond more to their concrete, tangible, im- 
mediate, and particularized properties. This difference in perceptual dis- 
position is carried over into verbal expression, memory, concept forma- 
tion, learning and problem-solving. Hence, since schools place great em- 
phasis on the learning of abstract relationships and on the abstract use 
of language, lower-class children, on the average, experience much greater 
difliculty than middle-class children in mastering the curriculum. 

Racial factors. All of the foregoing properties of the lower-class en- 
vironment also apply to the segregated Negro community. Most authori- 
ties on Negro family life agree that well over 50 per cent of Negro families 
live at the very lowest level of the lower-class standard (56) . In addition, 
however, Negro f amilies are characterized by a disproportionate number 
of illegal and loosely connected unions (56) . Illegitimacy is a very com- 
mon phenomenon and is associated with relatively little social stigma in 
the Negro community (20); nevertheless, illegitimate Negro children, es- 



David and Pearl Ausubel 1 15 

peciaily at the older age levels, are significantly inferior to their legitimate 
counterparts in IQ, school achievement, and personal adjustment (59). 

Negro families are much more unstable than comparable lower-class 
white families. Homes are more apt to be broken, fathers are more fre- 
quently absent, and a matriarchal and negative family atmosphere more 
commonly prevails (25, 28, 34, 56). Thus the lower-class Negro child 
is frequently denied the benefits of bi-parental affection and upbringing; 
he is often raised by his grandmother or older sister while his mother works 
to support the family deserted by the father (34). One consequence of 
the matriarchal family climate is an open preference for girls. Boys fre- 
quently attempt to adjust to this situation by adopting feminine traits and 
mannerisms (28). 

Negro family life is even more authoritarian in nature than is that of 
the lower social class generally. "Children are expected to be obedient 
and submissive" (56), and insubordination is suppressed by harsh and 
often brutal physical punishment (28, 31, 56). "Southern Negro culture 
teaches obedience and respect for authority as a mainspring of survival" 
(51). Surveys of high-school and college students show that authoritarian 
attitudes are more prevalent among Negroes at all grade levels (50, 51, 
108). 

Being a Negro also has many other implications for the ego develop- 
ment of young children that are not inherent in lower-class membership. 
The Negro child inherits an inferior caste status and almost inevitably 
acquires the negative self -esteem that is a realistic ego reflection of such 
status. Through personal slights, blocked opportunities, and unpleasant 
contacts with white persons and with institutionalized symbols of caste 
inferiority (segregated schools, neighborhoods, amusement areas, etc.) 
and more indirectly through mass media and the reactions of his own 
family he gradually becomes aware of the social significance of racial 
membership (45). 

As a consequence of prejudice, segregation, discrimination, inferior 
status, and not rinding himself respected as a human being with dignity 
and worth, 

. . . the Negro child becomes confused in regard to Ms feelings about himself 
and his group. He would like to think well of himself but often tends to 
evaluate himself according to standards used by the other group. These mixed 
feelings lead to self -hatred and rejection of his group, hostility toward other 
groups, and a generalized pattern of personality difficulties (58, p. 146). 

Segregation 

. . . means that the personal worth, of either a white or Negro person, is 
measured solely by group membership regardless of individual merit. Such a 
measure is realistically false and of necessity distorts the developing self-image 
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of Negro and white children as well as their view of each other. Under these 
psychological circumstances the Negro child, for example, is burdened with 
inescapable inferiority feelings, a fixed ceiling to his aspiration level which can 
constrict the development of his potentialities, and a sense of humiliation and 
resentment which can entail patterns of hatred against himself and his own 
group, as well as against the dominant white group (14, p. 151). 

The Negro child perceives himself as an object of derision and dis- 
paragement (45), as socially rejected by the prestigeful elements of society, 
and as unworthy of succor ance and affection (34); and having no com- 
pelling reasons for not accepting this officially sanctioned negative evalu- 
ation or himself, he develops a deeply ingrained negative self-image (14, 
123). 

It does not take long for Negro children to become aware of the un- 
favorable implications of their racial membership. In interracial nursery 
schools, most children show some type of racial awareness at the age of 
three (115), and this awareness increases rapidly between the ages of 
3 and 7 (116). Once aware of racial differences, they soon learn that 
"skin color is important, that white is to be desired, dark to be regretted" 
(68). Very significantly, racial self -recognition develops later in Negro 
than in white children (77, 116); in the light of doll play evidence indi- 
cating that they resist identifying with their own stigmatized racial group 
(23), this delay in racial self -recognition can only be interpreted as re- 
luctance hi acknowledging then: racial membership. 

All of the sociometric rejection and maltreatment experienced by Negro 
children hi a mixed group cannot, of course, be attributed to their inferior 
caste status alone. Some of the victimization undoubtedly reflects the 
dynamics of a majority-minority group situation. Thus, when white chil- 
dren are in the minority, the values, judgments, and verbal expression of 
the Negro majority tend to prevail (96) . Under these conditions, Negroes 
curse whites but the latter do not openly retaliate despite revealing anti- 
Negro prejudice to white investigators (96). 

In addition to suffering ego deflation through awareness of his inferior 
status in society, the Negro child finds it more difficult to satellize and is 
denied much of the self-esteem advantages of sateUization. The derived 
status that is the principal source of children's self-esteem in all cultures 
is largely discounted in his case since he can only satellize hi relation to 
superordinate individuals or groups who themselves possess an inferior 
and degraded status. Satellization under such conditions not only confers 
a very limited amount of derived status but also has deflationary implica- 
tions for self-esteem. We can understand, therefore, why young Negro 
children resist identifying with then: own racial group, why they seek to 
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shed their identities (34), why they more frequently choose white than 
Negro playmates (116), why they prefer the skin color of the culturally 
dominant caste (23, 47, 68), and why they tend to assign negative roles 
to children of their own race (116). These tendencies persist at least 
into late adolescence and early adult life, insofar as one can judge from 
the attitudes of Negro college students. These students tend to reject eth- 
nocentric and anti-white ideologies and to accept authoritarian and anti- 
Negro propositions (114). 

Ego Development in Older Negro Children and Adolescents 

Social-class factors. During middle childhood and preadolescence the 
ego development of the segregated Negro child also reflects the influence 
of both general social class factors and of more specific racial factors. As 
already pointed out, early experience in fending for himself both in the 
wider culture and in the unsupervised peer group, as well as in exercising 
adult-like responsibilities, accomplishes precociously much of the desatel- 
lization from and devaluation of parents characterizing the ego develop- 
ment of middle-class children during this period. 

In these developments, the school plays a much less significant role 
among lower-class than among middle-class children. The lower-class 
child of school age has fewer illusions about parental omniscience for the 
teacher to shatter, and is coerced by the norms of his peer group against 
accepting her authority, seeking her approval, or entering into a satel- 
lizing relationship with her (30) . School can also offer him very little in 
the way of either current or ultimate primary status. His parents and 
associates place no great value on education and do not generally encour- 
age high aspirations for academic and vocational success, financial inde- 
pendence, or social recognition (30, 54, 97). It is hardly surprising, 
therefore, that lower-class children are less interested in reading than are 
middle-class children, have lower educational aspirations, take their 
schoolwork less seriously, and are less willing to spend the years of their 
youth in school in order to gain higher prestige and more social rewards 
as adults (30, 54,97). 

Even if they equalled middle-class children in these latter respects, 
academic achievement would still be quite a valueless reward for a child 
who soon comes to realize that professional status is beyond his grasp 
(30). Hence, anxiety regarding the attainment of internalized needs for 
vocational prestige does not drive the lower-class child to excel in school 
(30). Also, because of low achievement and discriminatory treatment, 
he fails to obtain the current rewards of academic success available to 
middle-class school children (30). On what grounds could a child im- 
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mersed in an intellectually impoverished environment be expected to 
actualize his genie potentials for verbal and abstract thinking, when he 
is unmotivated by parental pressures, by ambitions for vocational success, 
or by the anxiety associated with realizing these ambitions? 

Lower- and middle-class adolescents differ markedly both in then* social 
value systems and in their vocational interests. Middle-class youths and 
their parents are more concerned with community service, self-realization, 
altruistic values, and internalized standards of conduct (60, 112), and 
prefer demanding, responsible, and prestigeful occupational pursuits (88, 
89, 103). They also make higher vocational interest scores in the literary, 
esthetic, persuasive, scientific and business areas than do lower-class ado- 
lescents. The latter adolescents and their parents, on the other hand, place 
greater stress on such values as money, security, respectability, obedience, 
and conformity to authority, and tend to prefer agricultural, mechanical, 
domestic service, and clerical pursuits (88, 89, 103) . 

The lower-class child's expressed levels of academic and vocational as- 
pirations often appear unrealistically high (34), but unlike the analogous 
situation in middle-class children, these do not necessarily represent his 
real or functional levels of striving. They more probably reflect impair- 
ment of realistic judgment under the cumulative impact of chronic failure 
(99 ) and low social status (48 ) , as well as a compensatory attempt to bol- 
ster self-esteem through the appearance rather than the substance of aim- 
ing high. Lacking the strong ego involvement which the middle-class child 
brings to schoolwork, and which preserves the attractiveness of academic 
tasks despite failure experience (98), he quickly loses interest in school 
if he is unsuccessful. Finally, since he does not perceive the eventual re- 
wards of striving and self-denial as attainable for persons of his status, he 
fails to develop to the same degree as the middle-class child the supportive 
traits of ego maturity necessary for the achievement of academic and voca- 
tional success (30). These supportive traits include habits of initiative 
and responsibility and the "deferred gratification pattern" of hard work, 
renunciation of immediate pleasures, long-range planning, high frustration 
tolerance, impulse control, thrift, orderliness, punctuality, and willingness 
to undergo prolonged vocational preparation (30, 54, 86, 97). 

Despite having less deep-seated anxiety with respect to internalized 
needs for academic achievement and vocational prestige, children of 
lower-class families exhibit more signs of personality maladjustment than 
do children of middle-class families (4, 6, 57, 101, 102, 111). This 
greater degree of maladjustment is largely a response to the greater vicis- 
situdes and insecurities of daily living; to the greater possibility and actual 
occurrence of failure in an educational and vocational world dominated 
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by middle-class standards in which they are greatly disadvantaged; to in- 
ner tensions engendered by conflict between the values of the family and 
those of the dominant middle-class culture; to feelings of shame about 
family background that are associated with impulses to reject family ties; 
to feelings of guilt and anxiety about these latter impulses (102) ; and to 
the personal demoralization and self-derogation that accompany social 
disorganization and the possession of inferior social status (5,7,111). In 
most instances, of course, the symptoms of maladjustment are uncom- 
fortable rather than disabling; but the generally higher level of anxiety, 
and the more frequent occurrence of motivational immaturity in lower- 
class children and adolescents, also increase the incidence of such serious 
disorders as schizophrenia, drug addiction, and anxiety neurosis and its 
various complications (7, 57, 111). Proneness to delinquency is, of 
course, higher among lower-class adolescents because of greater family 
and social disorganization, the deep-seated resentments and aggressive 
impulses attributable to socio-economic deprivation, the influence of or- 
ganized, predatory gangs, and the tacit encouragement offered by the 
lower-class value system and the slum-urban teen-age cult of thrills, kicks, 
self-indulgence, violence, and non-conformity. 

Racial factors. All of the aforementioned factors inhibiting the develop- 
ment of high level ego aspirations and their supportive personality traits 
in lower-class children are intensified in the segregated Negro child. His 
over-all prospects for vertical social mobility, although more restricted, 
are not completely hopeless. But the stigma of his caste membership is 
inescapable and unsurmountable. It is inherent in his skin color, perma- 
nently ingrained in his body image, and enforced by the extra-legal power 
of a society whose moral, legal, and religious codes proclaim his equality 
(123). 

It is proper to speak of a stigma as being "enforced" when the stigma in 
question is culturally derived rather than inherent in the physical existence 
of the mark per se (that is, a mark of inferiority in any culture such as 
lameness or blindness). Dark skin color is a stigma in our culture only 
because it identifies a culturally stigmatized caste. When we speak of the 
stigma being "inherent in his skin color," we mean that it is a stigma 
which the Negro inherits by virtue of being born with that skin color in a 
culture that places a negative valuation on it. Hence the stigma "inheres" 
in the skin color. But this does not imply that dark skin color is inherently 
(that is, apart from a particular set of cultural values) a mark of inferi- 
ority; the stigma is only inherent for the individual insofar as he acquires 
it by cultural definition rather than by anything he does. 

Hence, since a culturally derived stigma refers to an identifying char- 
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acteristic of a group which has been relegated to an inferiority status posi- 
tion in society, the stigma can only be perpetuated as long as the culture 
provides some mechanism for enforcing the low status position of the 
group in question. In the absence of cultural enforcement the stigma 
would vanish in as much as it is not inherent in the characteristic itself but 
is merely a symbol of membership in an inferior caste. In our society (un- 
like the Union of South Africa), there are no laws which explicitly create 
an inferior caste status for the Negro; even segregation statutes accord him 
a separate rather than an inferior status. Hence the "mark" is enforced 
extra-legally by preserving through informal social practices the social in- 
feriority of which the mark is but a symbol. 

If this situation exists despite the authority of God and the Constitution, 
what basis for hope does the Negro child have? It is not surprising, there- 
fore, that, in comparison with lower-class white children, he aspires to 
jobs with more of the formal trappings than with the actual attributes of 
social prestige; that he feels impotent to strike back at his tormentors; that 
he feels more lonely and scared when he is by himself; and that he gives 
more self-deprecatory reactions when figuratively looking at himself in 
the mirror (34). He may have less anxiety about realizing high-flown 
ambitions than the middle-class child, but generalized feelings of inade- 
quacy and unworthiness make him very prone to overrespond with anxiety 
to any threatening situation. In view of the general hopelessness of his 
position, lethargy, apathy, submission, and passive sabotage are more 
typical than aggressive striving of his predominant reaction to frustration 
(95, 105). 

Rosen (95) compared the educational and vocational aspirations of 
Negro boys (age 8 through 14) and their mothers to those of white, Prot- 
estant Americans, French Canadians, American Jews, Greek-Americans, 
and Italian- Americans. The mean vocational aspiration score of his Ne- 
gro group was significantly lower than the mean scores of all other groups 
except the French Canadian. Paradoxically, however, 83 per cent of the 
Negro mothers aspired to a college education for their sons. 1 Rosen con- 
cluded that although Negroes have been 

. . . exposed to the liberal economic ethic longer than most of the other 
groups . . . their culture, it seems, is least likely to accent achievement values. 
The Negro's history as a slave and depressed farm worker, and the sharp dis- 
crepancy between his experience and the American Creed, would appear to 

1 Another datum at variance with the general trend of the evidence is Grossack's 
finding that female Negro students in the South score significantly higher on need 
achievement measures than do comparable white females, and that the males of 
both groups are not significantly different (52). 
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work against the achievement values of the dominant white group. Typically, 
the Negro life-situation does not encourage the belief that one can manipulate 
his environment, or the conviction that one can improve his condition very 
much by planning and hard work (95, p. 55) . 

. . . Negroes who might be expected to share the prevalent American emphasis 
upon education, face the painfully apparent fact that positions open to edu- 
cated Negroes are scarce. This fact means that most Negroes, hi all likelihood, 
do not consider high educational aspirations realistic, and the heavy drop-out 
in high school suggests that the curtailment of educational aspirations begins 
very early (95, p. 58). 

Ethnicity was found to be more highly related to vocational aspirations 
than was social class; sizable ethnic and racial differences prevailed even 
when the influence of social class was controlled. These results are con- 
sistent with the finding that white students tend to prefer "very interesting 
jobs," whereas Negro students are more concerned with job security 
(106). 

The relatively low vocational aspirations of Negro children are ap- 
parently justified by the current facts of economic life. Negroes predomi- 
nate in the unskilled occupations, receive less pay than whites for equiva- 
lent work, and exceed the percentage figured for whites in degree of unem- 
ployment (43, 105). In skilled occupations, Negroes are excluded at all 
educational levels ( 120) : higher educational qualifications in Negroes are 
less frequently associated with higher-level vocational pursuits than they 
are in the case of whites ( 1 19) . Thus, 

. . . from long experience Negroes have learned that it is best to be prepared 
for the absence, rather than the presence of opportunity or, at most, to pre- 
pare and strive only for those limited opportunities which have been open in 
the past. . . . Like most other people, Negroes tend to accept the views that 
prevail in the larger society about their appropriate role in that society, [and 
aspire and prepare] for only those positions where they are confident of ac- 
ceptance (110, p. 461). 

Negro children and lower-class white children who attend schools with 
a heterogeneous social class and racial population are in a more favorable 
developmental situation. Under these conditions, the unfavored group is 
stimulated to compete more aggressively, even to the point of unrealism 
(16, 109), with the more privileged group in every-day contracts and in 
aspirational behavior (16). In their self-judgments they compare them- 
selves with actual models, who in fact are only slightly better off than they 
are, and hence do not feel particularly inferior (34). Negro children in 
segregated schools, on the other hand, are not only deprived of this stimu- 
lation, but in comparing themselves to other children paradoxically feel 
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more depressed and less able to compete adequately (34), despite the 
fact that their actual contacts are confined to children in the incapsulated 
community who share their socio-economic status. Apparently then, they 
must use idealized mass media models as the basis for comparison. 

Negro children are placed in the same ambivalent, conflictful position 
with respect to the achievement values of western civilization as are the 
children of many native peoples experiencing acculturation and the socio- 
cultural impact of rapid industrialization. On the one hand, exposure to 
the new value system and its patent and alluring advantages makes them 
less able to accept the traditional values of their elders; on the other hand, 
both loyalty to their families and the excluding color bar established by the 
dominant group make it difficult for them to assimilate the new set of 
values (9, 11, 12, 35, 81). Resentment and hostility toward the rejecting 
whites, as well as disillusionment regarding white middle-class values and 
institutions, predispose them arbitrarily and indiscriminately to repudiate 
the aspirations and personality traits valued by the dominant culture. 
These negativistic tendencies are even manifested in speech patterns: mi- 
nority group children tend to reject the accepted model of speech that is 
symbolic of superordinate status in a social order that accords them only 
second-class membership (2). 

Further abetting these tendencies toward resistive acculturation are 
many organized and institutionalized forms of nationalism and counter- 
chauvinism. Among the Maori, "resistance took the form of unadaptive 
but adjustive messianic and magical cults, emphasis on moribund and 
ceremonial features of the ancient culture, and indiscriminate rejection of 
progressive aspects of European culture" (9, p. 221 ) . Numerous parallels 
can be found among the American Negro f or example, the Father Divine 
and Black Muslim movements. 

One of the most damaging effects of racial prejudice and discrimination 
on the victimized group is that it provides an all-embracing rationalization 
for personal shortcomings, lack of striving, and antisocial conduct. 

Some Negroes use the objective injustice of [creating scapegoats] as an op- 
portunity to relieve or ward off feelings of personal inadequacy, self-contempt, 
or self-reproach by projecting all the blame onto white prejudice and discrimi- 
nation. For other Negroes, however, reaction-formation becomes a main 
defense against the negative racial image. . . . Thus they may develop extremes 
of moralistic, prudish, and compulsively meticulous attitudes [to disprove the 
stereotype] (14, p. 152). 

The Negro child is offered an excuse for anti-social behavior and evasion of 
social responsibility through feeling deprived of the social rewards for self- 
denial which are part of a healthy socialization process. But since these reac- 
tions are at variance with the democratic ideal of many other teachings to 
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which children of both races are exposed at home, at church, and at school, 
they arouse of necessity feelings of inner conflict, confusion, anxiety, and guilt. 
These constitute liabilities for optimal adjustment (14, p. 152) . 

A continuing set of small incidents, closed doors, and blocked opportunities 
contribute to feelings of insecurity and mistrust and lead to the building of 
faith only in immediate gratifications and personal possessions (14, p. 148) . 

Withdrawal from Competition. An important factor helping to per- 
petuate the Negro's inferior social status and devalued ego structure is 
his tendency to withdraw from the competition of the wider American 
culture and to seek psychological shelter within the segregated walls of his 
own subculture. Such tendencies are particularly evident among middle- 
class Negroes who, instead of providing the necessary leadership in pre- 
paring their people to take advantge of new vocational opportunities in the 
emerging desegregated culture, often seek to protect their own vested in- 
terests in segregation. Negro businessmen, professionals, and teachers, for 
example, largely owe their clientele, jobs, and incomes to the existence of 
segregated institutions; furthermore, in the segregated community they do 
not have to meet the more stringent competitive standards prvailing in the 
wider culture (42, 93, 120). An additional complication is the fact that 
even though they "cannot escape altogether the discrimination and con- 
tempt to which Negroes are generally subjected" (42, p. 299), they tend 
to identify with the values and ideology of the white middle-class and to 
dissociate themselves from other Negroes (42, 93, 107, 110, 114). To- 
gether with pride of race and grudging affirmation of their racial identity, 
members of intellectual Negro families "are led to assert their superiority 
over other Negroes, and look down on those who are 'no account,* shift- 
less, and 'mean'" (93, p. 240). 

The degree to which Negro potential can be developed in America de- 
pends, according to Smuts (110), 

. . . not only on the willingness of the white community to grant greater 
opportunity to Negroes in the struggle for integrated schools and equal access 
to jobs; but it also depends at least as much on what the Negro community does 
to help its own members prepare themselves for new opportunities .... In a 
democracy, how well the individual develops and utilizes his potential depends 
not only on the opportunities that come his way as a youth and a man, but 
equally on his own determination to seek and make the most of opportunity 
(p. 456). 

In the past the real world that Negroes had to adjust to included segregation, 
discrimination, absence of opportunity. But the facts are changing and a new 
kind of adjustment is called for (p. 461) .... The development of high am- 
bition and firm self-confidence among Negro youth is one prerequisite for the 
fuller development of Negro potential (p. 462) .... In a competitive society 
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integration means competition, and successful competition requires at least 

equal preparation (p. 458) Negroes will not be able to take full advantage 

of [new] opportunities unless they improve their preparation for work (p. 
458) ... . Negro children cannot develop an image of themselves as free and 
equal members of American society unless they see their elders actually living 
that role (p. 463). 

Educational aspirations and achievement of Negro children. Partly as 
a result of unequal educational opportunities, Negro children show serious 
academic retardation. They attend school for fewer years and, on the 
average, learn much less than white children do (5, 17, 21, 82, 1 10, 1 13 ). 
One of the chief reasons for this discrepancy is the inf erior education and 
training of Negro teachers who themselves are usually products of segre- 
gated education. The inequality of educational facilities exists not only in 
the South (5, 17, 127) , but also in the urban North as well, where, for the 
most part, de facto segregation prevails ( 1 10, 113). Eighty-four per cent 
of the top 10 per cent of Negro graduates in one southern high school 
scored below the national mean on the Scholastic Aptitude Test (17). 
Thus the incentive of reaching the average level of proficiency in the group 
is not very stimulating for Negro children, since the mean and even the 
somewhat superior child in this group are still below grade level. Teachers 
in segregated schools also tend to be overly permissive and to emphasize 
play skills over academic achievement; they are perceived by their pupils 
as evaluating them negatively, and as more concerned with behavior than 
with schoolwork (34) . 

Even more important perhaps as a cause of Negro educational retarda- 
tion is the situation prevailing in the Negro home. Many Negro parents 
have had little schooling themselves and hence are unable to appreciate its 
value. Thus they do not provide active, wholehearted support for high- 
level academic performance by demanding conscientious study and regu- 
lar attendance from their children. Furthermore, because of their large 
families and their own meager schooling they are less able to provide help 
with lessons. Keeping a large family of children in secondary school con- 
stitutes a heavy economic burden on Negro parents in view of their low 
per capita income and the substantial hidden costs of "free" education. 
The greater frequency of broken homes, unemployment, and negative 
family atmosphere, as well as the high rate of pupil turnover (25,104) , are 
also not conducive to academic achievement. 

Negro pupils are undoubtedly handicapped in academic attainment by 
a lower average level of intellectual functioning than is characteristic of 
comparable white pupils. In both northern and southern areas, particu- 
larly the latter, Negro pupils have significantly lower IQs (19, 39, 80, 82), 
and are retarded in arithmetic, reading, language usage, and ability to 
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handle abstract concepts (17, 82). The extreme intellectual impoverish- 
ment of the Negro home over and above its lower social-class status re- 
flects the poor standard of English spoken in the home and the general 
lack of books, magazines, and stimulating conversation. In view of the 
educational and psychological inequality of segregated schools, the in- 
ferior intellectual status of Negro homes, and the negative motivational 
effects of membership in a socially stigmatized group, any inferences from 
the lower IQ's and educational retardation of Negro pupils regarding in- 
nate differences in intelligence are obviously unwarranted. Organic brain 
damage, however, is a more frequent occurrence in Negro children be- 
cause of inadequate prenatal care and nutrition and because of the higher 
incidence of prematurity (85). 

Similar kinds of family and community factors depress the vocational 
strivings and accomplishments of Negro youth. Practically all of the f ol- 
lowing description of the occupational aspirations of Maori adolescents 
hi New Zealand applies to the Negro in America: 

Maori parents are less sophisticated than their [European] counterparts 
about vocational matters and are accordingly less capable of assisting their 
children with appropriate information, advice, and guidance .... In view of 
their smaller incomes and larger families, Maori parents are also more reluctant 
to commit themselves to supporting plans requiring long-term vocational 
preparation (9, p. 623). 

. . . Maori parents tend to adopt more permissive and laissez-faire attitudes 
than [European] parents toward their children's vocational careers. Despite 
occasional and inconsistent displays of authoritarianism in this regard, they 
are usually content to let them drift. They apply fewer coercive pressures and 
extend less support and encouragement in relation to the long-term occupa- 
tional ambitions of their children. Then: own values concerning vocational 
achievement and the example they set their children also tend to encourage 
the adoption of a short-term view. In practice they make few demands for the 
deferment of immediate hedonistic satisfactions and for the internalization of 
supportive traits consistent with high academic and occupational attainment 
(p. 623). 

. . . [Still] another factor limiting the vocational achievement of Maori youth 
is the relatively low occupational status and morale of Maori adults. Young 
people lack the encouragement [of visible emulatory models], of a tradition 
and a high current standard of vocational accomplishment in the ethnic group. 
They are also denied the practical benefits of guidance and financial backing 
that would follow from the existence of such a standard and tradition. On the 
other hand, they are discouraged by the marginal economic position of their 
elders [and] by social demoralization (p. 624) . 

Maori pupils also receive less encouragement from their peers than [Euro- 
pean] pupils do to strive for vocational achievement. Not only is occupational 
success less highly valued in the Maori than in the European peer culture, but 
the greater availability of derived status based solely on membership in and 
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intrinsic acceptance by the group also removes much of the incentive for 
seeking primary status based on individual competence and performance. In 
districts where community morale is low and juvenile delinquency flourishes, 
vocational achievement tends to be negatively sanctioned (p. 624) . 

Low vocational aspirations, of course, are in large part a reflection of 
the distressingly high rate of unemployment among Negro youth in the 
urban slums. Conant reports that in one large city 48 per cent of male 
Negro high school graduates and 63 per cent of non-graduates were un- 
employed (25). 

The tone is not one to encourage education or stimulate ambition. One 
often finds a vicious circle of lack of jobs and lack of ambition; one leads to 
the other. It is my contention that the circle must be broken both by upgrading 
the educational and vocational aspirations of slum youth and, even more im- 
portant, by finding employment opportunity for them, particularly for high 
school graduates. It does no good whatever to prepare boys and girls for non- 
existent jobs (25, p. 36). 

Finally, because of their precocious desatellization and emancipation 
from parents, Negro youths have greater needs for immediate financial 
independence. They therefore find psychologically more intolerable a 
prolonged period of psychological dependence on parents, such as would 
be required in preparing for a profession. 

Personality adjustment. The destructive impact of prejudice, discrimi- 
nation, segregation, an inferior caste status on self-esteem, in addition 
to the usual mental hygiene consequences of lower social class member- 
ship, result in a much higher incidence of behavior disorders in Negroes 
than in whites (51, 111, 128). Personality disturbance is also more highly 
correlated with intelligence test scores in Negroes than in whites (94). 
Quite understandably, both high anxiety level (83, 94) and suppressed 
feelings of aggression (61 ) are prominent symptoms of Negro maladjust- 
ment. Overt expression of these same aggressive impulses leads to a ju- 
venile delinquency rate that is two to three times as high as among white 
teen-agers (37, 38). The occurrence of delinquent behavior is abetted 
by the high rate of unemployment (25) and by many characteristic fea- 
tures of lower-class Negro family life, such as illegitimate births, broken 
homes, desertion, neglect, employment of the mother, intra-familial vio- 
lence, harsh punishment, and tolerance for minor dishonesties (20). 
Under these circumstances, aggressive antisocial behavior may be con- 
sidered both a form of individual and social protest (38), as well as an 
effective means of obtaining and maintaining status in the peer group 
of the lower-class Negro subculture (22). Drug addiction, on the other 
hand, represents a particularly efficient type of "dead-end" adjustment 
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for the hedonistic, motivationally immature adolescent who refuses to 
face up to the responsibilities of adult life (10, 41). 

Sex Differences 

One of the most striking features of ego development in the segregated 
Negro community is the relatively more favored position enjoyed by girls 
hi comparison to the middle-class model. It is true that middle-class girls 
have certain advantages over boys hi early ego development. Since girls 
perceive themselves as more highly accepted and intrinsically valued by 
parents (13) and have a more available emulatory model hi the home 
(84), they tend to satellize more and longer. In addition to enjoying 
more derived status in the home, they can also acquire more primary 
status from household activities (84) and from school achievement. The 
opportunity for acquiring primary status in school is greater for girls than 
for boys because of their superior verbal fluency and greater conformity 
to adult authority, and because school success is less ambivalently prized 
by their peers. In general, girls are less negativistic (46), more amenable 
to social controls (66), and less alienated from adults. 

Middle-class boys, however, are not excessively disadvantaged. Their 
mothers tend to prefer them to girls (100), and their fathers are responsi- 
ble and respected status figures in the home and the principal source of 
economic security. Furthermore, although girls enjoy more current pri- 
mary status during childhood, boys have higher ultimate aspirations for 
primary status; their aspirational level both for laboratory tasks ( 121 ) and 
for possessions and achievement (24) are higher. Unlike boys, girls do 
not really expect to prove their adequacy and maintain their self-esteem 
as adults by means of their vocational accomplishments. Their fathers 
are satisfied if they are "pretty, sweet, affectionate, and well-liked" ( 1 ) . 
Finally, the superordinate position of men in our society, and the accom- 
panying male chauvinism, is reflected in childhood sex roles. From an 
early age boys learn to be contemptuous of girls and their activities; and 
although girls retaliate in kind by finding reasons for deprecating the 
male sex, they tend to accept hi part the prevailing view of their inferiority 
(65). Whereas boys seldom it ever desire to change sex, girls not infre- 
quently wish they were boys (124). The male counterpart of a "tom- 
boy" who relishes sewing and reads girls' books is indeed a rarity. 

In contrast to this picture, we find girls hi the segregated Negro com- 
munity showing much greater relative superiority in academic, personal, 
and social adjustment (34) . They not only outperform boys academically 
by a greater margin, but do so in all subjects rather than only in language 
skills (34). These girls have higher achievement needs (44, 52) and a 



1 28 Psychological Aspects 

greater span of attention; they are more popular with classmates; they 
show more mature and realistic aspirations; they assume more responsi- 
ble roles; and they feel less depressed in comparing themselves with other 
children (3). Substantially more Negro girls than Negro boys complete 
every level of education in the United States (110). Adequate reasons 
for these differences are not difficult to find. Negro children in this sub- 
culture live in a matriarchal family atmosphere where girls are openly 
preferred by mothers and grandmothers, and where the male sex role is 
generally deprecated. The father frequently deserts the family and in 
any case tends to be an unreliable source of economic and emotional 
security (28, 34). Hence the mother, assisted perhaps by her mother 
or by a daughter, shoulders most of the burdens and responsibilities of 
child rearing and is the only dependable adult with whom the child can 
identify. In this environment male chauvinism can obtain little foothold. 
The preferential treatment accorded girls is even extended to opportuni- 
ties for acquiring ultimate primary status. If the family pins all of its hopes 
on one child and makes desperate sacrifices for that child, it will often be 
a daughter in preference to a son. 2 Over and above his handicaps at home, 
the Negro boy also faces more obstacles in the wider culture in realizing 
his vocational ambitions, whatever they may be, than the Negro girl in 
fulfilling her adult role expectations of housewife, mother, nurse, teacher, 
or clerical worker (34). 

It seems, therefore, that Negro girls in racially incapsulated areas are 
less traumatized than boys by the impact of racial discrimination. This 
is precisely the opposite of what is found in studies of Negro children 
from less economically depressed and less segregated environments (45, 
117). The discrepancy can be attributed perhaps to two factors : ( 1 ) the 
preferential treatment accorded girls in the incapsulated community is 
more pervasive, unqualified, and continuous, and (2) the fact that, unlike 
Negro girls in mixed neighborhoods, these girls are less exposed to slights 
and humiliation from white persons. However, because of less tendency 
to internalize their feelings and greater openness in their social organiza- 
tion, Negro boys are able to adjust more easily than girls to the initial im- 
pact of desegregation (18). 

Individual Differences in Reactions to the Segregated Negro Environment 

Only extreme cultural determinists would argue that all children in 
the incapsulated Negro community necessarily respond in substantially 
identical ways to the impact of their social environment. Although com- 

2 In lower-class Puerto Rican and Mexican families, just the opposite situation is 
to be found; that is, male dominance and superiority prevail (40, 49, 75). 
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inon factors in cultural conditioning obviously make for many uniformi- 
ties in personality development, genically determined differences in tem- 
peramental and cognitive traits, as well as differential experience in the 
home and wider culture, account for much idiosyncratic variation. Would 
it be unreasonable, for example, to anticipate that an intellectually gifted 
Negro child in this environment might have a different fate than an in- 
tellectually dull or average youngster; that an active, assertive, outgoing, 
and tough-skinned child might react differently to discriminatory treat- 
ment than one who is phlegmatic, submissive, sensitive, and introverted? 

Differences in early socializing experience with parents are probably 
even more important, especially since they tend to generalize to interper- 
sonal behavior outside the home. At this point it is worth noting that, 
generally speaking, racial discrimination affects children indirectly through 
their parents before it affects them directly through their own contacts 
with the wider culture. This indirect influence is mediated in two ways. 
(1) General parental attitudes toward the child are undoubtedly deter- 
mined in part by the parent's own experience as a victim of discrimina- 
tion. Some racially victimized parents, seeking retribution through their 
children, may fail to value them intrinsically and may place exaggerated 
emphasis on ego aggrandizement. Others may be so preoccupied with 
their own frustrations as to reject their children. Still others may accept 
and intrinsically value their children, and through their own example and 
strength of character encourage the development of realistic aspirations 
and mature, self-disciplined behavior. (2) Parents transmit to their chil- 
dren some of their own ways of responding to discrimination, such as 
counter-aggression, passive sabotage, obsequious submission, or strident 
counter-chauvinism. Individual differences such as these undoubtedly 
explain in part why some Negroes move into unsegregated neighborhoods 
and transfer to unsegregated schools when these opportunities arise, 
whereas other members of the race choose to remain in the segregated 
environment. The decision to transfer or not to transfer to an unsegre- 
gated school, for example, was found to be unrelated to both social class 
status and academic ability (27). 

Much inter-individual variability therefore prevails in the reactions of 
children to minority group membership. Fortunately, sufficient time is 
available for establishing some stable feelings of intrinsic adequacy within 
the home before the impact of segregation on ego development becomes 
catastrophically destructive. It was found, for example, that Negro chil- 
dren who are most self-accepting also tend to exhibit more positive atti- 
tudes toward other Negro and white children (117), and that Negro col- 
lege students who identify most with their own race tend to be least preju- 
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diced against other minority groups (64). Hence, while appreciating the 
generally unfavorable effects of a segregated environment on all Negro 
children, we may conclude on the more hopeful note that the consequences 
of membership in a stigmatized racial group can be cushioned in part by 
a foundation of intrinsic self-esteem established in the home (7, 76) . 

Implications for Education 

Before Negroes can assume their rightful place in a desegregated Amer- 
ican culture, important changes in the ego structure of Negro children 
must first take place. They must shed feelings of inferiority and self- 
derogation, acquire feelings of self-confidence and racial pride, develop 
realistic aspirations for occupations requiring greater education and train- 
ing, and develop the personality traits necessary for implementing these 
aspirations. Such changes in ego structure can be accomplished in two 
different but complementary ways. First, all manifestations of the Ne- 
gro's inferior and segregated caste status must be swept away in educa- 
tion, housing, employment, religion, travel, and exercise of civil rights. 
This in itself will enhance the Negro's self-esteem and open new opportu- 
nities for self-fulfillment. Second, through various measures instituted in 
the family, school and community, character structure, levels of aspira- 
tion, and actual standards of achievement can be altered in ways that will 
further enhance his self-esteem and make it possible for him to take ad- 
vantage of new opportunities. 

Desegregation. Desegregation, of course, is no panacea for the Negro 
child's personality difficulties. In the first place, it tends to create new 
problems of adjustment, particularly when it follows in the wake of serious 
community conflict. Second, it cannot quickly overcome various long- 
standing handicaps which Negro children bring with them to school "such 
as their cultural impoverishment, their helplessness or apathy toward 
learning, and their distrust of the majority group and their middle-class 
teachers" (14, p. 158); nor can it compensate for "oversized classes, in- 
appropriate curriculums, inadequate counseling services, or poorly trained 
or demoralized teachers" (14, p. 158). Yet it is an important and in- 
dispensable first step in the reconstitution of Negro personality, since the 
school is the most strategically placed social institution for effecting rapid 
change both in ego structure and in social status. A desegregated school 
offers the Negro child his first taste of social equality and his first experi- 
ence of first-class citizenship. He can enjoy the stimulating effect of com- 
petition with white children and can use them as realistic yardsticks in 
measuring his own worth and chances for academic and vocational suc- 
cess. Under these circumstances, educational achievement no longer 
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seems so pointless, and aspirations for higher occupational status in the 
wider culture acquire more substance. 

It is also reasonable to anticipate that white children will be prejudiced 
and continue to discriminate against their Negro classmates long after de- 
segregation accords them equal legal status in the educational system. 
Attitudes toward Negroes in the South, for example, are remarkably sta- 
ble, even in periods of rapid social change involving desegregation (130), 
and are not highly correlated with anti-Semitic or other ethnocentric trends 
(50, 62, 90, 91 ). Prejudice against Negroes is deeply rooted in the Amer- 
ican culture (92) and is continually reinforced both by the socio-economic 
gain and by the vicarious ego enhancement it brings to those who manifest 
it (14, 55, 95). It is hardly surprising, therefore, that racial prejudice is 
most pronounced in lower social-class groups ( 125) and that these groups 
constitute the hard core of resistance to desegregation (63, 118); anti- 
white prejudice is similarly most pronounced among lower-class Negroes 
(26, 126). Increased physical contact per se between white and Negro 
children does little to reduce prejudice (78, 122), but more intimate per- 
sonal interaction under favorable circumstances significantly reduce so- 
cial distance between the two groups (62, 73, 129). 

Artificial attempts to end de facto school segregation, caused by neigh- 
borhood segregation of Negroes in particular urban slums, are socially 
and psychologically unsound (25) . It is not only impractical to transport 
white children to schools in distant, predominantly Negro neighborhoods 
just for the purpose of maintaining the principle of racially mixed classes, 
but it also victimizes individual white children and thereby increases ra- 
cial tensions. Unless de facto segregation is accomplished by the gerry- 
mandering of school districts, and unless schools in Negro districts are 
actually inferior, it seems more reasonable to work for the elimination of 
this type of school segregation by directly attacking its underlying cause, 
that is, neighborhood segregation (25). 

Community action. The support of parents and of the Negro community 
at large must be enlisted if we hope to make permanent progress in the 
education of Negro children. 

One needs only to visit ... a [slum] school to be convinced that the nature of 
the community largely determines what goes on in the school. Therefore to 
attempt to divorce the school from the community is to engage in unrealistic 
thinking, which might lead to policies that could wreak havoc with the school 
and the lives of children (25, p. 20) . 

Whatever can be done to strengthen family life and to give the fathers a 
more important role in it will make a significant contribution to the develop- 
ment of Negro potential ( 1 10, p. 462) . 
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Working with mothers and getting them to adopt a more positive atti- 
tude toward school is an important first step in improving the educational 
achievement of urban Negro children (25). Typically only 10 per cent 
of Negro parents are high-school graduates and only 33 per cent com- 
plete elementary school (25). Thus enrollment of parents in adult-edu- 
cation programs would significantly raise the cultural level of the Negro 
home and "stimulate an interest in newspapers, magazines and possibly 
even books. One of the troubles ... is that when the children leave the 
school they never see anyone read anything not even newspapers" (25, 
p. 25). The "Higher Horizons" project in New York City is a good ex- 
ample of a recent attempt to discover academically talented children in 
slum areas and encourage them to aspire to college education. This pro- 
gram embodies cultural enrichment, improved counseling and instruction, 
and the sympathetic involvement of parents. 

Counseling. Because of current grave inadequacies in the structure of 
the lower-class urban Negro family, the school must be prepared to com- 
pensate, at least in part, for the deficiencies of the home, that is, to act, 
so to speak, in loco parentis. Teachers in predominantly Negro schools 
actually perform much of this role at the present time. As one Negro 
teacher said to Conant: 

We do quite well with these children in the lower grades. Each of us is, for 
the few hours of the school day, an acceptable substitute for the mother. But 
when they reach about 10, 11, or 12 years of age, we lose them. At that time 
the "street" takes over. In terms of schoolwork, progress ceases; indeed many 
pupils begin to go backward in their studies (25, p. 21 ) . 

It is apparent, therefore, that trained counselors must assume the role 
of parent substitute during pre-adolescence and adolescence. They are 
needed to offer appropriate educational and vocational guidance, to en- 
courage worthwhile and realistic aspirations, and to stimulate the develop- 
ment of mature personality traits. In view of the serious unemployment 
situation among Negro youth, they should also assist in job placement and 
in cushioning the transition between school and work. This will naturally 
require much expansion of existing guidance services in the school. 

Research has shown that Negro children's distrust of white counselors 
and authority figures in general makes it 

. . . difficult for a white counselor to create an atmosphere wherein a Negro 
could gain insight .... The fundamental principle of counseling to view the 
social or personal field as the counselor does is difficult to attain in such a 
situation. The white person can only imagine, but never know, how a Negro 
thinks and feels, or how he views a social or personal situation. The cultural 
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lenses which are formulated from unique milieus are not as freely transferable 
as it is assumed, or as we are led to believe (87, p. 188) . 

Educational measures. Specially trained teachers and smaller classes 
are obviously required to cope with the difficulties of educating culturally 
disadvantaged minority group children. Emphasis must be placed on 
acquiring such basic intellectual skills as reading, writing, and arithmetic 
before any attempt is made to teach algebra, literature, science, or foreign 
languages. In many urban high schools today, pupils who cannot read 
at a fifth grade level, and who cannot speak or write grammatically or do 
simple arithmetical calculations, are subject to irregular French verbs, 
Shakespearean drama, and geometrical theorems. Nothing more educa- 
tionally futile or better calculated to destroy educational morale could 
be imagined! Slow readers and pupils with other educational disabilities 
should be identified early and given intensive remedial work (25 ). Going 
even one step further, Professor Strodtbeck of the University of Chicago 
is attempting to teach underprivileged children to read at the age of 4, 
combining instruction with personal attention and affection, in order to 
forestall later reading difficulties (79). 

If Negro youth is to be adequately prepared for the changing job mar- 
ket, more realistic pre-vocational courses, integrated in some instances 
with work experience programs, should be established in the "general" 
urban high schools (25) . In connection with vocational education, Con- 
ant makes these important four points: 

First and foremost, vocational courses should not replace courses which 
are essential parts of the required academic program for graduation. Second, 
vocational courses should be provided in grades 11 and 12 and not require 
more than hah 5 the student's time in those years; however, for slow learners and 
prospective dropouts these courses ought to begin earlier. Third, the signifi- 
cance of the vocational courses is that those enrolled are keenly interested in 
the work; they realize the relevance of what they are learning to their future 
careers, and this sense of purpose is carried over to the academic courses which 
they are studying at the same time. Fourth, the type of vocational training 
programs should be related to the employment opportunities in the general 
locality (25, p. 44). 

Opportunities should also be made available for part-time high school 
study in conjunction with trade apprenticeships, as well as for more ad- 
vanced vocational training in community colleges and technical institutes. 
For underprivileged urban students capable and desirous of pursuing a 
regular course of university studies, programs such as the previously de- 
scribed "Higher Horizons" project, supplemented by liberal scholarship 
aid, are necessary. Finally, a special public works and job training pro- 
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gram is currently needed to alleviate the calamitous problem of unemploy- 
ment among urban youth (25). 

Summary and Conclusions 

The ego development of segregated Negro children in the United States 
manifests various distinctive properties, both because Negroes generally 
occupy the lowest stratum of the lower-class subculture, and because they 
possess an inferior caste status in American society. Their inferior caste 
position is marked by an unstable and matriarchal type of family structure, 
by restricted opportunities for acquiring educational, vocational, and so- 
cial status, by varying degrees of segregation from the dominant white 
majority, and by a culturally fixed devaluation of their dignity as human 
beings. The consequences of this regrettable state of affairs for Negro 
children's self-esteem and self-confidence, for their educational and voca- 
tional aspirations, and for their character structure, interpersonal rela- 
tions, and personality adjustment, constitute the characteristic features 
of their ego development. 

Beginning in the pre-school period, the Negro child gradually learns 
to appreciate the negative implications of dark skin color for social status 
and personal worth. Hence he resists identifying with his own racial group 
and shows definite preference for white dolls and playmates. This reluc- 
tance to acknowledge his racial membership not only results in ego defla- 
tion, but also makes it difficult for him to identify with his parents and 
to obtain from such identification the derived status that universally con- 
stitutes the principal basis of self-esteem during childhood. Much of the 
derived status that white children obtain from their parents is made avail- 
able to the Negro child by virtue of his membership in an unsupervised 
peer group, which accordingly performs many of the socializing functions 
of the white-middle-class home. This is especially true for the Negro boy 
who often has no adult male with whom to identify in the frequently father- 
less Negro family, and who finds maleness deprecated in his matriarchal 
and authoritarian home. Early experience in fending for himself results 
in precocious social maturity, independence, and emancipation from the 
home. 

During pre-adolescence and adolescence, segregated Negro children 
characteristically develop low aspirations for academic and vocational 
achievement. These low aspirations reflect existing social class and ethnic 
values, the absence of suitable emulatory models, marked educational re- 
tardation, restricted vocational opportunities, lack of parental and peer 
group support, and the cultural impoverishment of the Negro home. Be- 
cause of loyalty to parents and rejection by the dominant white group, 
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Negro adolescents develop ambivalent feelings toward middle-class 
achievement values and the personality traits necessary for their imple- 
mentation. In many instances they use the objective facts of racial preju- 
dice and discrimination as a rationalization for personal inadequacies, 
apathy, lack of striving, and anti-social behavior. The seeming hopeless- 
ness of attaining adequate vocational and social status in the wider Ameri- 
can culture induces many Negro youths to withdraw from contact and 
competition with whites, and to seek the psychological shelter of their 
own segregated subculture. Girls tend to develop a more mature ego 
structure than boys because of their favored position in the home, but 
face greater adjustment problems during desegregation. The detrimental 
effects of segregation and inferior caste status on Negro ego development 
naturally vary from one child to another depending on ability, tempera- 
ment, and the degree of intrinsic self-esteem and ego maturity that can be 
acquired within the home environment. 

The problem of raising aspirational and achievement levels among 
Negro youth is presently acute because Negroes can no longer adjust 
comfortably to their segregated caste status, and because automation has 
eliminated many of the unskilled jobs which formerly made some type of 
stable economic adjustment possible. Two different but complementary 
approaches are available in dealing with this problem. The more general 
approach, which primarily applies to educators in their role as citizens, 
involves the elimination of existing racial barriers in housing, education, 
employment, religion, and civil rights. The more specific educational 
approach is to attempt, through various family, school and community 
measures, an upgrading of the Negro child's aspirational level, standards 
of achievement, and character structure that will both enhance his self- 
esteem and enable him to take advantage of new opportunities. 

In the educational sphere, school desegregation is an indispensable pre- 
requisite for raising aspiration and achievement levels, but obviously can- 
not compensate, in and of itself, for the long-standing educational handi- 
caps of the Negro child or for existing inadequacies in schools, teachers, 
curriculums, and counseling services. Before we can expect any perma- 
nent improvement in the educational performance of Negro children, we 
must strengthen Negro family life, combat the cultural impoverishment 
of the Negro home, and enlist the support and cooperation of Negro 
parents in accomplishing this objective. More intensive guidance services, 
utilizing Negro personnel, are required to provide the socializing and 
supportive functions that are currently lacking in many Negro homes. 
Other important needs are smaller classes, specially trained teachers, 
abundant remedial facilities, the provision of expanded and more realistic 
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vocational education, and a public works program to alleviate the explo- 
sively dangerous problem of unemployment among urban Negro youth. 
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Educational Stimulation of 
Racially Disadvantage*} 
Children 



Within the past ten years, there has been increasing concern with the 
problem of providing the maximum educational stimulation for children 
from socially and racially disadvantaged groups. Probably the most dra- 
matic single stimulus which aroused widespread discussion of this prob- 
lem, as related to the education of Negroes, was the May 17, 1954, de- 
cision of the United States Supreme Court which ruled that state laws 
requiring or permitting racially segregated schools violated the equal pro- 
tection clause of the Fourteenth Amendment of the United States Con- 
stitution. The decision discussed in rather simple direct language the 
general social significance of public education in American democracy. 
It stated: * 

Today, education is perhaps the most important function of state and local 
governments. Compulsory school attendance laws and the great expenditures 
for education both demonstrate our recognition of the importance of educa- 
tion to our democratic society. It is required in the performance of our most 
basic public responsibilities, even service in the armed forces. It is the very 
foundation of good citizenship. Today it is a principal instrument in awaken- 
ing the child to cultural values, in preparing him for later professional train- 
ing, and in helping him to adjust normally to his environment. In these days, 
it is doubtful that any child may reasonably be expected to succeed in life if 
he is denied the opportunity of an education. Such an opportunity, where the 
state has undertaken to provide it, is a right which must be made available 
to all on equal terms. 

Widespread public discussion of problems of education for any group 
of children in America necessarily involves discussions of general prob- 
lems of education affecting all children. Once the emotional reaction to 
the Supreme Court's desegregation decisions and the various patterns of 
resistance to the demanded changes have decreased, it will be seen that 
an effective transition from segregated to non-segregated schools tends to 
raise the general level of democratic public education for all children. 

i Brown versus Board of Education, 347 U.S. 483 ( 1954) . 
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The interim reports which have been published by the Superintendent of 
Schools of Washington, D.C. indicates that since the desegregation of 
these schools, there has been a measurable improvement in the average 
academic achievement level of both Negro and white children (6, 7) . 

More recently since the launching of the first Sputnik some ob- 
servers have expressed concern about the comparative effectiveness of the 
American and Soviet systems of public education. These discussions gen- 
erally resulted in demands for re-examination of standards, methods, cur- 
riculum, effectiveness of teaching, and an insistence that the general level 
of achievement of the students in American schools be raised. It would 
be expected that discussions of the quality of education in terms of prob- 
lems of international competition and demands for military superiority 
would result in the tendency to equate general educational excellence with 
the specifics of high achievement in mathematics, science, and technology. 

An article published in 1956 in the College Board Review (1) pre- 
sented evidence which pointed to the grave shortage in scientific, technical 
and other college trained individuals in America. This evidence indicated 
that during that year the Soviet Union would graduate 138,000 students 
in various scientific fields while the United States, at best, would graduate 
only 78,000 similarly trained students. It was also clear that while the 
number of individuals receiving Ph.D. degrees in all fields had remained 
constant during the preceding five years in the United States, it had in- 
creased dramatically in the Soviet Union. At that time, that nation 
awarded nearly twice as many Ph.D. degrees annually as were awarded 
in the United States. This evidence which suggested at least a quantitative 
inferiority of American education in stimulating and training individuals 
of superior intellect was being discussed before the Russians launched 
their first Sputnik. In the six years since the publication of that article, 
there has been no evidence to suggest that there has been any significant 
changes in the trends observed at that time. There is still no evidence that 
America has developed the procedures and facilities necessary to increase 
the number of trained intellects or that the effectiveness of Russian educa- 
tion has declined. 2 

In spite of this seeming difference in educational effectiveness, it is 
questionable whether competition with the Russians and the factor of na- 
tional prestige are the significant reasons for being concerned with ob- 

2 There was a newspaper report to the effect that Premier Khrushchev was publicly 
dissatisfied with the overwhelming success of the Russian educational system which 
produced a disproportionate number of "intellectuals." It was reported that he was 
concerned that an overeducated population would develop a contempt for manual 
labor. He, therefore, suggested, or demanded that henceforth the curriculum in 
Russian schools must include vocational education and manual training. 
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taining for each child in America the most effective education without 
regard to such educationally irrelevant barriers as race, nationality, re- 
ligion or low social and economic background. The goals of assuring 
equality of educational opportunity and providing the most effective edu- 
cation for every child are inherent imperatives of American education in 
this latter half of the twentieth century. 

Any society which is to remain viable and dynamic must raise the edu- 
cational standards for all of its people and must exploit and use construc- 
tively high intellectual potential wherever it is to be found. The argu- 
ment in support of this is no longer sentimental. 

The dangers inherent in not developing an effective approach to the 
discovery, stimulation and training of superior intellectual potential in all 
groups of American children seem to be greater than the dangers inherent 
in an inefficient and wasteful exploitation of our natural material re- 
sources. It is now axiomatic that trained human intelligence is the most 
valuable resource of a civilized nation. Like other natural resources, it 
must be discovered and transformed creatively into its most effective and 
usable form. At this period in world history, no nation can afford to waste 
any of its potential intelligence through indifference, inefficiency, ignor- 
ance or the anachronistic luxury of racial and social class prejudices. The 
economic, social, political, international, and, of course, primary, hu- 
manitarian reasons for this are becoming increasingly clear. 

Another factor which must be taken into account in understanding 
these demands for more effective use of the intellectual potentials in pre- 
viously disadvantaged groups is to be found in the pressure and demands 
which are coming from these groups themselves. One of the significant 
changes which characterizes the modern world is the fact that increasing 
automation in business and industry is relentlessly leading to an increase 
in leisure for the masses of working people. With this increasing automa- 
tion and leisure, there will be a smaller proportion of the population re- 
quired for unskilled or manual work. The educational implications of this 
social and economic change may be further complicated by the probably 
irreversible trend toward higher and higher wages and higher and higher 
living standards for the masses of people who earn their living through 
wages. If this trend continues, one may expect that there will be a raising 
of the social-class aspirations of these previously working class groups and 
that this will eventually result in an increasing desire for higher education 
for their children. 

Education has been one of the most effective means for social mobility 
in the American society. This problem in the future may be different from 
the similar problem in the past only in that it will involve different and 
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larger groups of previously disadvantaged individuals. The rising pres- 
sure for higher education which can be expected to come from the pres- 
ently disadvantaged groups in our society must be met by appropriate and 
effective adjustments on the part of our educational institutions. If these 
pressures are not met effectively, then one could anticipate major con- 
sequences of frustration among the members of these groups. Some of 
the social manifestations of these personal frustrations which could be an- 
ticipated are: an increase in delinquency and criminality; intensification 
of bigotry, provincialism, intergroup tensions and hostility; increase in the 
chances of successful manipulation of the primitive passions of the masses 
by political cynics, fanatics or demagogues; an increase in the incidence 
of emotional instability among those upwardly mobile groups whose as- 
pirations are being blocked; and other symptoms of personal and social 
disorganization. 

Creative educators can help to prevent these personal and social dis- 
turbances by making the necessary modifications in curriculum and meth- 
ods and by providing the educational leadership, guidance and stimula- 
tion which will make it possible for American society to strengthen and 
improve our system of democratic public education. When this is done, 
our schools will continue to function as the chief vehicles of upward class 
mobility and as a major source of social and economic vitality. If it is not 
done, our schools will contribute to social stagnation and more insidious 
forms of social-class cleavages and distinctions. 

The most compelling argument for providing the maximum educa- 
tional stimulation for all American children without regard to the social, 
economic, national, or racial backgrounds of their parents is the fact that 
the effective functioning of a dynamic democracy demands this. It is one 
of the cardinal assumptions of our American democracy that significant 
social changes may be brought about through education through pro- 
viding that type of intellectual training and information which will make 
it possible for the citizen to make the types of decisions which he must 
make in a democracy rather than through tyranny or violence. The sub- 
stance, rather than the verbalization, of democracy depends upon our 
ability to extend and deepen the insights of the people. Only an educated 
people can be expected to make the type of choices which assert their 
freedoms and reinforce their sense of social responsibility. 

Some Research Problems and Findings Relevant to the Education of Deprived 
Children 

During the past year a number of books dealing directly or indirectly 
with the problem of the education of children in depressed urban areas 
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have been published. Among the more significant of these books are 
James B. Conant's Slums and Suburbs (4), Frank Riessman's The Cul- 
turally Deprived Child (9), and Patricia Sexton's Education and In- 
come (10). 

Dr. Sexton's analysis of the relationship between social and economic 
status and the quality of education provided for children in the public 
schools of a northern urban community is a model of objective social sci- 
ence and educational research. The data presented by her demonstrate 
conclusively that curricula, educational standards, quality of teaching, 
educational facilities and materials, and academic achievement of the 
children are directly related to the socio-economic status of the majority 
of children attending a particular school. Her findings add another sig- 
nificant dimension to the well known and often repeated fact that aca- 
demic achievement varies directly with socio-economic status. Usually 
this fact is interpreted as reflecting some type of selective factor wherein 
individuals of high intelligence attain high socio-economic status and pro- 
duce more intelligent children and that higher status families provide their 
children with more stimulation for academic achievement. The data 
presented by Dr. Sexton, however, make clear, at least to this observer, 
the crucial role of the school in determining the level of academic achieve- 
ment of the children. The traditional interpretation would continue to 
argue that the standards and quality of the school reflect the limitations 
of the home and the immediate community from which the child comes 
and that the school must gear its level to these limitations. This interpreta- 
tion has so far not been verified through objective research although it is 
widely accepted as if it were. 

Attempts to determine the specific role of a particular school on the 
average level of academic performance of the children in that school must 
obtain data on the general attitudes of teachers in that school towards 
their children particularly if there is a marked class discrepancy between 
teachers and students; the expectations of these teachers and the effect of 
these expectations on the actual performance of their children; and the 
children's perspective of themselves, their teachers, and their school. It 
is now imperative that social scientists study with rigorous objectivity and 
precision the complex and interrelated problems which seem relevant to 
an understanding of how children from depressed backgrounds can be 
motivated for maximum academic achievement. 

At present, the work of Allison Davis and his colleagues, which demon- 
strates the educationally depressing effects of the gap between working- 
class children and middle-class teachers, is an important starting point for 
future more detailed research. It is important to know, for example, not 
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only the particular attitudinal patterns which the teacher communicates 
to these children but also the particular ways in which she communicates 
her attitudes and how these block or facilitate the academic motivation of 
lower-class children. The empirical data on these specific problems are 
sparse, and one is required to speculate on the nature of the manner in 
which these blockages operate. Probably a core factor in the complex 
inhibiting dynamics involved in the interplay between middle-class and 
higher-status teachers and working-class and lower-status children is the 
pervasive and archiac belief that children from culturally deprived back- 
grounds are by virtue of their deprivation of lower status position inher- 
ently uneducable. 

Professor Goodwin Watson, in his introduction to Frank Reissman's 
book (9), has defined this problem and suggested a general solution as 
follows: 

In recent decades a spate of anthropological, sociological, and social- 
psychological studies, many of them mentioned by Professor Riessman, has 
revealed the appalling gap between our pretensions and our practices. We do 
not give the same kind of food, clothing, housing, medical care, recreation, or 
justice to the deprived children that we give to those in comfortably-well-off 
homes. We don't like to think of class distinctions in American life, so we 
tend to shy away from these unacceptable facts. Opportunities are far from 
equal. 

The American public school is a curious hybrid: it is managed by a school 
board drawn largely from upper-class circles; it is taught by teachers who come 
largely from middle-class backgrounds; and it is attended mainly by children 
from working-class homes. These three groups do not talk the same language. 
They differ in their manners, power, and hierarchies of values .... 

Under-cultured children have much to learn from education, but educators 
could well take some lessons from some of these youngsters. Their language 
may not be grammatical, but it is often more vivid and expressive than is the 
turgid prose of textbooks. These children face some of the "facts of life" more 
realistically than many of their teachers do. Even their pugnacity might be 
worth attention by some long-suffering, overworked, underpaid teachers. 
When it comes to making friends and standing by their pals, some children 
from under-privileged neighborhoods far outshine their priggish teachers. 

The starting point is respect. Nothing else that we have to give will help 
very much if it is offered with a resentful, contemptuous, or patronizing atti- 
tude. We don't understand these neighborhoods, these homes, these children, 
because we haven't respected them enough to think them worthy of study and 
attention. Professor Riessman's book is likely to be the pioneer in a series ot 
investigations that will reveal to America that we have neglected a major source 
of manpower and of creative talent. The stone which the builders rejected 
may even become the head of the corner. 

One may assume that if a child is not treated with the respect which 
is due him as a human being, and if those who are charged with the re- 
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sponsibility of teaching him believe that he cannot learn, then his motiva- 
tion and ability to learn may become impaired. If a teacher believes that 
a child is incapable of being educated, it is likely that this belief will in 
some way be communicated to the child in one or more of the many forms 
of contacts inherent in the teacher-pupil relationship. 

Because of the importance of the role of teachers in the developing 
self-image, academic aspirations and achievements of their students, it 
was thought desirable to conduct a preliminary study of the attitudes of 
teachers in ten public schools located in depressed areas of a large north- 
ern city. The children in these schools came generally from homes and 
communities which were so lacking in educational stimulation and other 
determinants of self-respect that they seemed even more dependnt upon 
their teachers for self-esteem, encouragement, and stimulation. These 
children, like most deprived human beings, were hypersensitive and des- 
perate in their desire for acceptance. 

The findings of this preliminary study revealed that while there were 
some outstanding exceptions individual principals and teachers who re- 
spected the human dignity and potentialities of their students the over- 
whelming majority of these teachers and their supervisors rejected these 
children and looked upon them as inherently inferior. 

For the most, the teachers indicated that they considered these children 
to be incapable of profiting from a normal curriculum. The children were 
seen as intellectually inferior and therefore not capable of learning. The 
qualitative flavor of this complex pattern of negative attitudes can best be 
communicated by the verbatim reports written by our observers: 

As soon as I entered the classroom, Mrs. X told me in front of the class, that 
the parents of these children are not professionals and therefore they do not 
have much background or interest in going ahead to college .... She discussed 
each child openly in front of the entire class and myself. . . . She spoke about 
the children in a belittling manner. She tried to give each child encouragement, 
but her over-all attitude was negative in that she did not think much of the 
abilities of her students. She told me in private that "heredity is what really 
counts," and since they didn't have a high culture in Africa and have not as 
yet built one in New York, they are intellectually inferior from birth. 

Another teacher was described as follows: 

The teacher was a lady of about 50 who had no understanding of these 
children. She kept pointing to them when talking about them so that even I 
was slightly embarrassed. She kept repeating "You see what I mean?", which 
I didn't at all ... . She took it for granted that these children were stupid and 
that there was little that she could do with them. 

A third description illustrates some of the subtleties of the problem: 
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Mr. G. is a rather tense and nervous man. He continually played with his 
finger or with a pencil or tapped his fingers on the desk. What disturbed him 
most was the cultural deprivation that most of the students in his school suf- 
fered from. He said that often the teacher will refer to everyday facts which 
the children will be completely ignorant of. He says that it is most difficult 
if not impossible to teach them. 

These and other examples clearly suggest that among many of the 
teachers who are required to teach children from culturally deprived back- 
grounds there exists a pervasive negative attitude toward these children. 
These teachers say repeatedly, and appear to believe, that it is not possi- 
ble to teach these children. They offer, in support of their conclusion, the 
belief that these children cannot learn because of "poor heredity," "poor 
home background," "cultural deprivation," and "low IQ." 

The Problem of the IQ 

Probably as disturbing as these examples of rejection of these children 
on the part of those who are required to teach them, are the many ex- 
amples of well-intentioned teachers who point to the low intelligence- and 
achievement-test scores of these children as the basis for their belief that 
these children cannot be educated. These teachers generally do not base 
their judgment on conscious racial bias or rejection of these children as 
human beings or necessarily on their "poor heredity." They point to the 
realities of a poor environment, cultural deprivation and lack of educa- 
tional stimulation in the home as the determinants of low academic 
achievement of these children. They maintain that these children should 
not be expected to function up to the academic level of other children be- 
cause the test scores clearly indicate that they cannot. Further, they state 
that to pressure these children for an academic achievement that they are 
incapable of reaching only creates frustrations and anxieties which will 
make even more difficult the possibility of adequate functioning on their 
own level. These individuals, therefore, argue that a special curriculum 
and a special form of education should be devised for these children from 
culturally deprived backgrounds who have consistently low IQs and 
achievement-test scores. 

A disturbing aspect of this type of argument is that it does come under 
the guise of humanitarianism, psychology, and modern educational theory. 
It becomes necessary, therefore, to look with thorough objectivity at the 
basis of this argument; namely, the validity of test scores as an index of 
the intellectual potential of children from culturally deprived back- 
grounds. Do these test scores indicate some immutable level of intelli- 
gence, or do they reflect primarily the obvious cultural and education al 
deprivations and discriminations suffered by these children? 
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Modern psychology findings and interpretations would seem to leave 
no further room for argument that test scores must be interpreted in the 
light of the general social and cultural milieu of a child and the specific 
educational opportunities to which he has been exposed. It is generally 
known that children from deprived educational backgrounds will score 
lower on available standardized tests. The pioneer work of Otto Klineberg 
in the 1930 s s clearly established the fact that intelligence test score will 
increase on the average as children are moved from a deprived, inferior 
educational situation to a more positive and stimulating one (8). 

We now know that children who are not stimulated at home or in the 
community or in school will have low scores. Their scores and, what is 
even more important, their day-to-day academic performance can be im- 
proved if they are provided with adequate stimulation in one or more of 
these areas. When a child from a deprived background is treated as if he 
is uneducable because he has a low test score, he becomes uneducable and 
the low test score is thereby reinforced. If a child scores low on an intelli- 
gence test because he cannot read and then is not taught to read because 
he has a low score, then such a child is being imprisoned in an iron circle 
and becomes the victim of an educational self-fulfilling prophecy. 

Another aspect of the problem of the meaning of the IQ, which is not 
generally discussed and which seems to have been lost sight of by educa- 
tors and the general public, is the simple fact that the IQ is merely a score 
that is offered as an index of a given individual's rate of learning compared 
with the learning rate of others with whom he can be reasonably com- 
pared. This interpretation of the IQ is consistent with the fact that a child 
with a lower IQ can be expected to take longer to learn that which a child 
with a higher IQ will learn more rapidly. The IQ itself at least in the 
normal ranges and above does not necessarily determine how much a 
child will learn or for that matter even the ceiling of what he can learn. 
Rather it reflects the rate of his learning or the amount of effort which will 
be required for him to learn. In other words, it is quite conceivable that 
children with lower IQs, even those low IQs which more nearly reflect 
inherent intellectual limitations, can and do learn substantively what other 
children can learn. But it will take a longer time, will require more care 
and skill on the part of the teachers and probably more encouragement 
and acceptance of the child. 

IQ, Snobbery, and Humllafion 

Unfortunately, an objective discussion of the problem of the meaning 
of the IQ is made even more difficult by the fact that this problem has 
been contaminated by non-educational considerations such as social class 
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status factors. This point can be illustrated by an examination of the argu- 
ments in favor of homogeneous groupings. The most persistent arguments 
for grouping children in homogeneous classes according to IQs are largely 
assertions of the convenience of such groupings for overworked teachers. 
The proponents of the procedure of segregating children according to in- 
telligence for educational purposes seem to base their argument on some 
assumptions of special privilege, special status, special educational ad- 
vantages and conspicuous recognition which are to be given to an Intellec- 
tual elite. It is implied and sometimes stated that these conditions will 
facilitate the maximum use of the already high intelligence of the gifted 
children and will reduce the frustrations of those children who are not 
gifted. It is further suggested that if the gifted child is not given special 
treatment in special classes, he will somehow not fulfill his intellectual 
potentials "he will be brought down to the level of the average or the 
dull child." So far there seems to be little empirical evidence hi support 
of these assertions in spite of their wide acceptance by the public and by 
many educators. 

Those who argue against this form of educational intellectual segrega- 
tion must nonetheless, eventually demonstrate by empirical research that 
it is not the most effective educational procedure. Are children who are 
segregated according to IQ in the classrooms of our schools being edu- 
cated in a socially realistic and democratic atmosphere? The world con- 
sists of individuals of varying levels of intellectual potential and power. 
Those individuals of high intelligence must be prepared to function ef- 
fectively with individuals of average or below average intelligence. One 
important function of the schools is to train children in a socially re- 
sponsible use of human intelligence. A manifestation of this social 
responsibility would be the ability of children of high intelligence to use 
their superior intelligence creatively in working with and helping children 
of lower intelligence to function more effectively. Children of lower intel- 
ligence could be stimulated and encouraged, in a realistic school atmos- 
phere, by the accomplishments of other children. This would be true only 
'if the over-all school atmosphere is one consistent with the self-respect of 
all children. Children who are stigmatized by being placed in classes 
designated as "slow" or "dull" or for "children of retarded mental ability" 
cannot be expected to be stimulated and motivated to improve their aca- 
demic performance. Such children understandably will become burdened 
with resentment and humiliation and will seek to escape the humiliating 
school situation as quickly as possible. 

Probably the chief argument against homogeneous groupings is the 
fact that children who are so segregated lose their individuality in the 
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educational situation. It would seem that the development of a creative 
individuality would be among the high priority goals of education. Homo- 
geneous groupings tend to require that children be seen in terms of group 
characteristics rather than in terms of their own individual characteristics. 
This would seem to be true equally for the bright children as it is for aver- 
age or dull children. Furthermore, it is questionable whether it is possible 
to establish a homogeneous group of children on any grounds other than 
the arbitrary selection of some single aspect of the total complexity that 
is the human being. 

It may be argued on the basis of evidence that even the selection of 
children in terms of similarity in IQ is arbitrary in that the same range of 
IQs may mask significant differences in intellectual abilities, patterns, in- 
terests, and propensities among children who seem similar in level of 
general intelligence. Any oversimplification of this fact, concretized into 
an educational procedure, may not be worth the human and social cost. 

It is conceivable that the detrimental effects of segregation based upon 
intellect is similar to the known detrimental effects of schools segregated 
on the basis of class, nationality, or race (2) . This similarity, if it is found 
to exist, may reflect the fact that, in general, the average intellectual level 
of groups of children is related to the social and racial status of their par- 
ents. The educational level and achievement of lower-status children are 
depressed in segregated lower-status schools for those reasons already 
stated, plus the fact that the morale of their teachers tend to be depressed 
when they are identified with low prestige schools. Furthermore, some 
of these teachers may accept assignments in these schools because they 
may be aware of the fact that the staff in these schools is generally not 
held to the same high professional standards which prevail in schools 
where it is believed that the children can learn. Teachers in more privi- 
leged schools are probably held to more strict standards of professional 
evaluation and supervision. 

Whatever the determining factors responsible for the low educational 
achievement of children from lower status groups, the fact remains that 
up to the present, the overwhelming majority of these children- attend 
schools that do not have a systematic educational program designed to 
provide the extra stimulation and encouragement which they need if 
they are to develop their intellectual potential. Some school officials 
may question whether it is the proper function of the schools to at- 
tempt to compensate for the cultural deprivations which burden these 
children in their homes and in the larger community. As long as this is 
not done by the schools or some other appropriate social institutions, the 
motivation and academic achievement of these deprived children will re- 
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main depressed, inferior, and socially wasteful. What is more, the schools 
will have failed to provide them with an effective education and thereby 
failed to meet a pressing contemporary need. 

Mr. Conant and the Education of Culturally Disadvantaged Children 

Probably the most widely discussed, if not uncritically accepted, of the 
recent books dealing with the problem of the education of deprived and 
privileged children in American cities is James B. Conant's Slums and 
Suburbs (4). In spite of the fact that Mr. Conant is by training, back- 
ground and experience a chemist, college president, and statesman and 
not a professional educator or social scientist he has assumed with the 
aid of the Carnegie Corporation of New York, the role of educational 
expert and spokesman to the nation. His book was reviewed extensively 
and for the most part praised by the important education editors of 
newspapers throughout the nation. In discussing the complexity of edu- 
cational problems found in the schools in "slum neighborhoods," Mr. 
Conant coined the phrase "social dynamite" which has become part of the 
jargon of these discussions. 

Before one engages in a critical analysis of Mr. Conant's assumptions 
and recommendations for the improvement of the education of deprived 
and privileged children, it should be stated that this book presents vividly 
some facts which help to clarify some of the issues related to the basic 
problem of the inferiority of educational opportunities provided for chil- 
dren of the lower socio-economic classes in the public schools of the ten 
largest cities in our nation. For example, the book states that half of the 
children in deprived neighborhoods drop out of school in grades 9,10, and 
1 1 ; that the per pupil expenditure in deprived schools is less than half the 
per pupil expenditure in a privileged school; and that there are seventy 
professionals per thousand pupils in privileged schools and forty or fewer 
professionals per thousand pupils in deprived schools. Mr. Conant ap- 
peals to the conscience of the American public and asserts that this con- 
sistent discrepancy "jolts one's notions of the meaning of equality of op- 
portunity." 

Critical reading and analysis of this book, however, reveal that Mr. 
Conant's prescription for this educational disease will not cure the patient, 
but, on the contrary, will intensify the illness. The implicit assumptions 
and explicit suggestions, if accepted by American education would con- 
cretize the very discrepancies which Mr. Conant calls "social dynamite" 
and would lead, if not to an educational explosion to educational dry rot 
and social stagnation. 

The basic assumptions of this book are appalling, anachronistic, and 
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reflect the social science naivete of its author. The unmodified theme that 
runs throughout the book is that there are two types of human beings 
those who can be educated and those who cannot be educated. Those who 
can be educated live in suburbs and those who cannot be educated live in 
slums. And for the most part, those who live in slums are Negroes and 
those who live in suburbs are white. Children who live in the slums should 
be provided with practical, vocational job oriented education and chil- 
dren in the suburbs should be provided with that level of academic educa- 
tion which is appropriate to their level of intelligence. 

Mr. Conant's own words are quite explicit: "The lesson is that to a 
considerable degree what a school should do and can do is determined by 
the status and ambitions of the families being served." What changes the 
status and ambitions of the families? 

One needs only to visit such a school (slum school) to be convinced that the 
nature of the community largely determines what goes on in the school .... 
The community and the school are inseparable. 

Why then have schools? 

Foreign languages in Grade 7 or algebra in Grade 8 (recommendations in my 
Junior High School report) have little place in a school in which half the pupils 
in that grade read at the fourth grade level or below. 

Why are these children reading at the fourth grade level or below? 

Mr. Conant is most explicit in his defense of de facto segregated schools 
and in his support of the outmoded and impossible doctrine of "separate 
but equal" education for Negroes, and his aversion to the open enrollment 
program. 

In some cities, political leaders have attempted to put pressure on the school 
authorities to have Negro children attend essentially white schools. In my 
judgment the cities in which the authorities have yielded to this pressure are on 
the wrong track. Those which have not done so, like Chicago, are more likely 
to make progress in improving Negro education. It is my belief that satisfactory 
education can be provided in an all-Negro school through the expenditure of 
more money for needed staff and facilities. 

It would seem as if this opinion is contradicted by the very facts which 
Mr. Conant presents in his book and describes as "social dynamite." Mr. 
Conant's lack of social science training and insights probably accounts for 
his belief that mere money will make a "Negro" school equal if indeed, 
he does mean "equal" when he uses the word "satisfactory" in describing 
education in an all-Negro school. Mr. Conant obviously does not under- 
stand the role of such psychological subtleties as the depressed morale, 
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lowered aspirations, inadequate standards of performance which seem 
inherent in a stigmatized, rejected, segregated situation. 

The following gratuitious advice must therefore be rejected: 

... I think it would be far better for these who are agitating for the deliberate 
mixing of children to accept de facto segregated schools as a consequence of a 
present housing situation and to work for the improvement of slum schools 
whether Negro or white. 

It seems incredible that a distinguished American statesman could con- 
tinue to taik about American schools in terms of the designations "Negro" 
and "white" as if such racial designations were compatible with the Ameri- 
can educational imperatives in this latter part of the twentieth century. 
This fact merely highlights a general deficiency of this book; namely, that 
it discusses problems of contemporary education in terms of the static 
assumptions and procedures of the past rather than in terms of the dy- 
namic imperatives of the future. This book and its recommendations 
might have been acceptable in the first two decades of the twentieth cen- 
tury. It cannot be taken seriously now when it advocates without adequate 
supporting evidence: 

An elementary syllabus varied according to socio-economic status of the 
children; ability groupings and tracks for students in grades 7 through 12; 
matching neighborhood needs and school services; and generally determining 
the nature of academic standards and expectations in terms of the "kinds of 
schools one is considering." 

Aside from the archaic educational snobbery which permeates this 
book its matter-of-fact assertion of the idea that American education 
should gear itself to train more efficiently the "hewers of wood and the 
drawers of water" and provide effective academic education to an "intel- 
lectual elite" to be drawn from the socially and economically privileged 
groups its author does not seem to understand the crucial role that an 
imaginative, creative education must play in the contemporary world. He 
does not understand that it is the function of contemporary American 
education to discover and implement techniques for uncovering every 
ounce of the intellectual potential in all our children without regard to 
their racial, national, or economic background. Creative human intelli- 
gence is an all-too-rare resource and must be trained and conserved where- 
ever it is found. It should now be clear that it is not likely to be found 
in sufficient abundance in the privileged minority. The best of educa- 
tional stimulation of this group will still produce an inadequate yield. It 
is now the obligation of our public schools to adopt those procedures, 
whether open enrollment, higher horizon or other forms of special stimu- 
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lation and techniques for raising the aspiration of previously deprived chil- 
dren which are necessary to increase the yield of trained intelligence from 
children whose potential would be lost to a society desperately in need of 
their future contributions. 

Equally important is the fact that Mr. Conant seems unaware of the 
fact that segregated schools for the privileged suburban white child pro- 
vide non-adaptive and unrealistic education. He does not seem to grasp 
that: 

Segregated education is inferior and nonadaptive for whites as well as Negroes. 
Put simply, no child can receive a democratic education in a nondemocratic 
school. A white youngster in a homogeneous, isolated, "hot house" type of 
school situation is not being prepared for the realities of the contemporary and 
future world. Such a child may have brilliant college entrance scores, be extra- 
ordinary in his mathematical ability, or read and speak a foreign language with 
skill and precision, but he is likely to be blocked in many circumstances in his 
ability to use these intellectual abilities with the poise and effectiveness essential 
to personal and social creativity. A racially segregated school imposes upon 
white children the inevitable stultifying burdens of petty provincialism, irra- 
tional fears and hatreds of people who are different, and a distorted image of 
themselves. Psychologically, the racial segregated school at this period of 
American and world history is an anachronism which our nation cannot afford. 
This point must be made over and over again until it is understood by those 
who have the power to make the decisions which control our destiny (3) . 

Conclusion 

What recommendations for curriculum and materials for culturally dis- 
advantaged children can now be made on the basis of social psychological 
research, theory, and the imperatives of the contemporary world? 

The available and most relevant research data on the effects of minority 
status culturally disadvantaged, rejected, and stigmatized children on 
personality development may be summarized as follows : 

As minority-group children learn the inferior status to which they are as- 
signed and observe that they are usually segregated and isolated from the more 
privileged members of their society, they react with deep feelings of inferiority 
and with a sense of personal humiliation. Many of them become confused 
about their own personal worth. Like all other human beings, they require a 
sense of personal dignity and social support for positive self-esteem. Almost 
nowhere in the larger society, however, do they find their own dignity as human 
beings respected or protected. Under these conditions, minority-group children 
develop conflicts with regard to their feelings about themselves and about the 
values of the group with which they are identified... . These conflicts, con- 
fusions, and doubts give rise under certain circumstances to self-hatred and 
rejection of their own group 

Minority-group children of all social and economic classes often react to 
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their group conflicts by the adoption of a generally defeatist attitude and a 
lowering of personal ambition (2) . 

Upon the basis of these findings it is clear that a fundamental task 
of the schools in stimulating academic achievement in disadvantaged chil- 
dren is to provide the conditions necessary for building in them positive 
images of themselves building in these children a positive self-esteem to 
supplant the feelings of inferiority and sense of hopelessness which are 
supported by an all-too-pervasive pattern of social realities. A non-seg- 
regated school situation seems basic (necessary if not a sufficient condi- 
tion) to all other attempts to raise the self-esteem of these children. A 
child cannot be expected to respect himself ft he perceives himself as re- 
jected and set apart in a compound for those of inferior status or caste. 

An important determinant of a reality-based, positive self-esteem for 
children is the opportunity to have successful experiences in meeting chal- 
lenges. A minority-group child who is expected to fail will almost always 
fail. His failure will reinforce his sence of inferiority and the related re- 
sentments and hostility. A normal child who is expected to learn, who is 
taught, and who is required to learn will learn. His experiences of success 
will generally increase his self-respect, enhance his sense of his own worth. 
He might not need to engage in compensitory forms of anti-social behavior 
as attention-getting devices. Nor would he need to escape from the school 
situation which is a constant reminder of failure and personal inferiority. 
A single standard of academic expectations, a demanding syllabus, and 
skillful and understanding teaching are essential to the raising of the self- 
esteem of disadvantaged children, increasing their motivation for aca- 
demic achievement and providing our society with the benefits of their 
intellectual potential. 

Some attention should be given to the textbooks and materials which 
are used in our classrooms in order to be sure that they do not directly 
or indirectly add to the burdens of already psychologically overburdened 
disadvantaged minority-group children. Indeed it might be necessary to 
select or devise materials which would raise the self-esteem of these chil- 
dren at the same time that it broadens the perspectives and deepens the 
social and ethnical insights of more privileged children. Some students of 
this problem have been rather specific in their criticisms of available ma- 
terials. 

Frank Riessman (9) quotes Dr. Eleanor Leacock's observation: 

A critical look at basic readers from the viewpoint of their discordance with 
"lower-class culture," reveals at a second look a discordance also with what is 
real experience for most middle class children. One might ask how typical are 
Dick and Jane, or more important, how meaningful are they and their neat 
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white house in the suburbs to children whose world includes all the blood and 
thunder, as well as the sophisticated reportage, of television. In what sense do 
Dick and Jane even reflect middle class ideal patterns in the contemporary 
world? That such textbook characters help form ideal patterns in the early 
years is true, but does this not only create a problem for children, when the 
norms for behavior Dick and Jane express are so far removed from reality? 
One can even play with the idea of cultural deprivation for middle class 
children, since home and school join in building a protective barrier between 
them and so much of the modern world; and one can wonder what the im- 
plications of this protection are for their mental health. Certainly such readers 
do not arouse interest in reading, which develops in spite of, not because of, 
their content. 

It would be an exciting idea to have primers which deal more directly with 
people and events which arouse the emotions of sympathy, curiosity and 
wonder in children, texts which recognize whimsy as important in the building 
of values, which accept the adventurous hero as a valid character for children 
to respond to, which deal with the "child's world" as reaching from home and 
family to the moon. What contrast to the vapid amiability of Dick and Jane! 
And how important to have basic readers in which some children live in white 
houses in suburbs, but many more, equally important as human beings, live 
in tenements, or apartments, or on farms, in the west, the north, the south, so 
that all children can read about all others, and, as Americans, get to know 
their world as it is. Nor, it should be added, is the same purpose served by a 
mechanical translation of Dicks and Janes to other places and periods in upper- 
grade readers. 

The complex problem of increasing the effectiveness of education for 
culturally disadvantaged children cannot be resolved effectively by frag- 
mentary approaches. Rather the gravity of the problem requires the devel- 
opment of bold, imaginative and comprehensive approaches. The Junior 
High School 43 Project, the forerunner of the Higher Horizons Program 
of the New York City Public Schools, is an example of the possible success 
of such a comprehensive approach to this problem. This project was de- 
signed to test whether it was possible to raise significantly the academic 
performance of disadvantaged children through the activities of the school 
itself in spite of the fact that the conditions of home and community de- 
privations remained constant. 

An important aspect of the 43 Project was the fact that in its methodol- 
ogy it did not rely exclusively on test scores as the basis for selecting those 
students who were believed to have academic potential. Teacher's esti- 
mates, the judgment of guidance counselors, and any evidence of the 
capacity for superior intellectual interests or functioning were some of the 
criteria, in addition to tests results, which were used in selecting those 
children who were to be involved in the special program of the project. 
Once these children were selected they were subjected to a special pro- 
gram of educational stimulation. The ingredients of this program were 
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systematic guidance and counseling; clinical services when indicated; a 
cultural enrichment program which consisted of trips to the theatre, mu- 
seums, opera, college campuses; a parent education program; and a sys- 
tematic supplementary remedial program in reading, mathematics and 
languages. 

The results of this project as reported in the Third Annual Progress 
Report published by the Board of Education of the City of New York 
have justified the most optimistic expectations of those who planned and 
proposed this demonstration of the positive modifiability of human beings. 
These results may be summarized by the following quotation taken from 
this report: 

Although it is too early to assess completely the project academically, we 
have been heartened by some of the progress we have noted. In comparing 
the achievement of the pupils who entered the George Washington High School 
from Junior High School 43 in 1953 with that of the project classes that en- 
tered in 1957 and 1958, we find a tremendous difference. In the 1953 group, 
5 out of 105 pupils (5%) passed all their academic subjects at the end of the 
first year; and 2 had averages of 80% or better. In the 1957 project group, 38 
out of 148 pupils (25%) passed all their subjects at the end of the first year, 
and 18 had averages of 80% or better. In the 1958 project group, 43 out of 
111 pupils (38% ) passed all their subjects at the end of the first year, and 16 
had averages of 80% or better. 

The evidence is conclusive that the scholastic accomplishment of the project 
students is far better than that of previous classes from Junior High School 43. 

Those who are still concerned with the ubiquitous IQ, might be inter- 
ested to note that, of the 105 children who were tested at the beginning 
of the project and three years later, 78 of them showed an increase in 
IQ. Forty of these students gained more than 10 points; 13 gained more 
than 20 points. One child gained as much as 40 points in his tested IQ. 

While these measurable demonstrations of the success of this project 
are impressive, probably of even greater social significance are the posi- 
tive qualitative and by product results which were observed. For example> 
while the drop-out rate from high school for these children prior to the 
project was around 40 per cent; the drop-out rate for the project children 
was less than 20 per cent. 

The principal of George Washington High School made the following 
observation: 

In the past, students from 43 were our worst behaved. More teacher and 
administrative time was spent on them than on any other group. Since we had 
the project group, this has changed. Not a single student in the project group 
has been reported to the Dean's office for discipline. Today, they are our best 
behaved. 
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The following quotation from the report may serve as summary evalua- 
tion of the profound positive effects of this approach to the special educa- 
tion of children from deprived backgrounds: 

Judging by the reactions of the students themselves and our observations of 
them from day to day, it is our belief that all of them, whether they go to college 
or end their formal education with graduation from high school, will have 
higher horizons and a greater sense of commitment and purpose in their lives. 
In our opinion, it is these expected outcomes that make this project so signifi- 
cant, and so far-reaching in its influence. 

Probably the fundamental dynamics for the success of this project is the 
fact that the project itself raised the self-esteem of these children, in- 
creased the aspirations of their parents and bolstered the morale of their 
teachers. The project and its ingredients of special stimulation, encour- 
agement, and remedial help indicated to these children that someone 
the principal, the guidance counsellor, the teacher believed that they 
could learn. Someone believed in them believed in their educability and 
respected them as human beings. The cumulative effects of these changes 
in the psychological atmosphere and the changes in the self-image of 
these children were found in the higher academic achievements and the 
marked improvement in self-respect and general social behavior. 

The special stimulation, the creative approach to the education of these 
deprived children, can be and should be provided for all children. These 
positive results can be duplicated in every school of this type. The Super- 
intendent of Schools of the City of New York has extended some aspects of 
the 43 project to nearly forty other schools. This expanded program is 
now known as the Higjier Horizons Program. 

The Challenge of the Future: 

There are aspects of the problem of raising the level of educational 
achievement among deprived children which cannot be solved by the pub- 
lic schools and teachers without the help and understanding of the total 
community and our teacher training institutions. Certainly the community 
and its leaders must come to understand the importance of providing ade- 
quate education for all children and must through this understanding be 
prepared to pay the cost of socially effective and democratic education. It 
can be demonstrated that this would be more economical than the cost of 
delinquency, crime, bigotry, and other symptoms of personal and social 
disorganization. 

The curricula of our teacher training institutions must be re-examined 
to determine whether they make adequate and systematic use of that fund 
of modem psychological knowledge which deals with such problems as: 



Kenneth B. Clark 161 

the meaning of intelligence and problems related to the IQ and its in- 
terpretation; the contemporary interpretation of racial and nationality dif- 
ferences in intelligence and academic achievement; the role of motivation, 
self-confidence and the self-image in the level of academic achievement; 
and general problems of the modifiability and resilience of the human 
being. 

The evidence is now overwhelming that high intellectual potential exists 
in a larger percentage of individuals from lower status groups than was 
previously discovered, stimulated and trained for socially beneficial pur- 
poses. In order to increase the yield of desperately needed trained intel- 
lects from these previously deprived groups, it will be necessary to develop 
systematic educational programs designed to attain this specific goal. 
These programs must raise the aspirational levels of these children and 
their parents. They must change the attitudes of teachers and school offi- 
cials from one of rejection and fatalistic negation to one of acceptance and 
a belief in the educability and human dignity of these children. And, of 
course, the programs must provide appropriate guidance and remedial 
services designed to compensate for the past educational inferiorities and 
the deprivations in their homes and communities. It would seem that the 
chances of success for such an imperative educational program would be 
minimal in a non-democratic school atmosphere characterized by intel- 
lectual, social, national or racial segregation. 

In providing the necessary conditions for a more effective education of 
children from lower status groups, the education of the more privileged 
children at the same time will be made more realistic, more meaningful, 
and more consistent with the demands of the contemporary and future 
world. One of the realities of the contemporary world is the fact that the 
destiny of one group of children is tied to the destiny of all other groups of 
children. Our schools can no longer afford the luxury of a snobbish, 
status-dominated approach to the hard problems of increasing educational 
effectiveness for all children. The democratic pressures on our educational 
institutions are no longer merely verbal or sentimental. They now seem 
to have the imperative realities of survival. 
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The Disadvantaged 
Child and the 
Learning Process 



This paper will discuss the interaction of social and developmental 
factors and their impact on the intellectual growth and school performance 
of the child. It will make particular reference to the large number of 
urban children who come from marginal social circumstances. While 
much of the discussion will be speculative, where appropriate it will draw 
on data from the field, and will suggest particular relationships and avenues 
for future investigation or demonstration. 

Among children who come from lower-class socially impoverished cir- 
cumstances, there is a high proportion of school failure, school drop-outs, 
reading and learning disabilities, as well as life adjustment problems. This 
means not only that these children grow up poorly equipped academically, 
but also that the effectiveness of the school as a major institution for so- 
cialization is diminished. The effect of this process is underlined by the 
fact that this same segment of the population contributes disproportion- 
ately to the delinquency and other social deviancy statistics. 

The thesis here is that the lower-class child enters the school situation 
so poorly prepared to produce what the school demands that initial fail- 
ures are almost inevitable, and the school experience becomes negatively 
rather than positively reinforced. Thus the child's experience in school 
does nothing to counteract the invidious influences to which he is exposed 
in his slum, and sometimes segregated, neighborhood. 

We know that children from underprivileged environments tend to 
come to school with a qualitatively different preparation for the demands 
of both the learning process and the behavioral requirements of the class- 
room. These are various differences in the kinds of socializing experi- 
ences these children have had, as contrasted with the middle-class child. 
The culture of their environment is a different one from the culture that 
has molded the school and its educational techniques and theory. 

We know that it is difficult for all peoples to span cultural discontinu- 
ities, and yet we make little if any effort to prepare administrative person- 
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nel or teachers and guidance staff to assist the child in this transition from 
one cultural context to another. This transition must have serious psycho- 
logical consequences for the child, and probably plays a major role in 
influencing his later perceptions of other social institutions as he is intro- 
duced to them. 

It must be pointed out that the relationship between social background 
and school performance is not a simple one. Rather, evidence which is 
accumulating points more and more to the influence of background varia- 
bles on the patterns of perceptual, language, and cognitive development 
of the child and the subsequent diffusion of the effects of such patterns 
into all areas of the child's academic and psychological performance. To 
understand these effects requires delineating the underlying skills in which 
these children are not sufficiently proficient. A related problem is that 
of defining what aspects of the background are most influential in pro- 
ducing what kinds of deficits in skills. 

Environmental Factors 

Let us begin with the most macroscopic background factors. While it 
is likely that slum life might have delimited areas that allow for positive 
growth and that the middle-class community has attributes which might 
retard healthy development, generally the combination of circumstances 
hi middle-class life is considerably more likely to furnish opportunities 
for normal growth of the child. At the same time, slum conditions are 
more likely to have deleterious effects on physical and mental develop- 
ment. This is not to say that middle-class life furnishes a really adequate 
milieu for the maximum development of individual potential: it doesn't. 
The fact that we often speak as though it does is a function of viewing 
the middle-class environment in comparison to the slum. Middle-class 
people who work and teach across social-class lines often are unable to 
be aware of the negative aspects of the middle-class background because 
of its apparent superiority over the less advantageous background pro- 
vided by lower-class life. We really have no external criterion for evalu- 
ating the characteristics of a milieu in terms of how well it is designed to 
foster development; as a result we might actually be measuring one area 
of social failure with the yardstick of social catastrophe. 

It is true that many leading personalities in twentieth-century Ameri- 
can life have come from the slums, and this is a fact often pointed out by 
nativistic pragmatists in an effort to prove that if the individual "has it 
in him" he can overcome and even be challenged by his humble sur- 
roundings. This argument, though fundamentally fallacious, might have 
had more to recommend it in the past. At the turn of the century we were 
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a massively vertical mobile society that is, with the exception of certain 
large minority groups such as the Negroes, the Indians, and the Mexican- 
Americans who were rarely allowed on the social elevator. In the mid- 
twentieth century, it is now increasingly possible for all groups to get on, 
but social and economic conditions have changed, and the same elevator 
more frequently moves in two directions or stands still altogether. When 
it does move, it goes more slowly, and, most discouragingly, it also pro- 
vides an observation window on what, at least superficially, appears to be 
a most affluent society. Television, movies, and other media continually 
expose the individual from the slum to the explicit assumption that the 
products of a consumer society are available to all or, rather, as he 
sees it, to all but him. In effect, this means that the child from the disad- 
vantaged environment is an outsider and an observer through his own 
eyes and those of his parents or neighbors of the mainstream of Ameri- 
can life. At the same time, when the child enters school he is exposing 
himself directly to the values and anticipations of a participant in that 
mainstream his teacher. It is not sufficiently recognized that there is 
quite a gap between the training of a teacher and the needs limitations, 
and unique strengths of the child from a marginal situation. This gap is, 
of course, maximized when the child belongs to a minority group that until 
quite recently was not only excluded from the mainstream, but was not 
even allowed to bathe in the tributaries. 

What are some of the special characteristics of these children, and why 
do they apparently need exceptional social and educational planning? So 
often, administrators and teachers say, they are children who are "curi- 
ous," "cute," "affectionate," "warm," and independently dependent in the 
kindergarten and the first grade, but who so often become "alienated," 
"withdrawn," "angry," "passive," "apathetic," or just "trouble-makers" 
by the fifth and sixth grade. In our research at the Institute for Develop- 
mental Studies, it is in the first grade that we usually see the smallest dif- 
ferences between socio-economic or racial groups in intellectual, language, 
and some conceptual measures, and in the later grades that we find the 
greatest differences in favor of the more socially privileged groups. From 
both teacher's observations and the finding of this increasing gap, it appears 
that there is a failure on some level of society and, more specifically, the 
educational system. Was the school scientifically prepared to receive these 
children in the first place? And, in addition, were the children perhaps 
introduced to the individual demands of the larger culture at too late an 
age that is, in first grade? 

Before discussing these psychological products of social deprivation, it 
is appropriate to look more closely at the special circumstances of Negro 
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slum residents. In the core city of most of our large metropolitan areas, 
40 to 70 per cent of the elementary school population is likely to be Negro. 
In my observations, through workshops in many of these cities, I have 
often been surprised to find how little real comprehension of the particular 
problems of these youngsters exists as part of the consciousness of the 
Negro or white middle-class teachers. While in middle-class schools there 
is great sensitivity to emotional climates and pressures and tensions that 
might be operating on the child in either the home or the school, in lower- 
class schools the problems of social adaptation are so massive that sensi- 
tivity tends to become blunted. 

In the lower-class Negro group there still exist the sequelae of the con- 
ditions of slavery. While a hundred years have passed, this is a short time 
in the life of a people. And the extension of tendrils of the effects of 
slavery into modern life has been effectively discouraged only in the last 
few decades, when there have been some real attempts to integrate the 
Negro fully into American life. It is often difficult for teachers and the 
personnel of other community agencies to understand the Negro lower- 
class child particularly the child who has come, or whose parents have 
come, from the rural South. There is a whole set of implicit and explicit 
value systems which determine our educational philosophies, and the in- 
stitutional expectation is that all children participate in these systems. 
And yet for these expectations to be met, the child must experience some 
continuity of socio-cultural participation in and sharing of these value 
systems before he comes to school. This is often just not the case for the 
child who comes from an encapsulated community, particularly when the 
walls have been built by the dominant social and cultural forces that have 
also determined the value systems relating to learning. 

A recent article in Fortune magazine asked why the Negro failed to 
take full advantage of opportunities open to him in American life. At 
least part of the answer is that the Negro has not been fully integrated into 
American life, and that even knowledge about particular occupations and 
their requirements is not available outside the cultural mainstream. Im- 
plications of this for the aspirations and motivations of children will be 
discussed later. 

Another source of misunderstanding on the part of school and social 
agency people is the difficulty of putting in historical perspective the 
casual conditions responsible for the high percentage of broken homes 
in the Negro community. Implications of this for the child's emotional 
stability are very frequently recognized, but the effects on the child's moti- 
vation, self-concept, and achievement orientation are not often under- 
stood. 
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The Negro family was first broken deliberately by the slave traders 
and the plantation owners for their own purposes. As was pointed out 
earlier, the hundred years since slavery is not a very long time for a total 
social metamorphosis even under fostering conditions and during that 
period the Negro community has been for the most part economically 
marginal and isolated from the contacts which would have accelerated 
change. The thirteen depressions and recessions we have had since Eman- 
cipation have been devastating to this community. These marginal eco- 
nomic and encapsulated social circumstances have been particularly harsh 
on the Negro male. The^-chronic instability has greatly influenced the 
Negro man's concept of himself and his general motivation to succeed 
in competitive areas of society where the rewards are greatest. All these 
circumstances have contributed to the instability of the Negro family, and 
particularly to the fact that it is most often broken by the absence of the 
father. As a result, the lower-class Negro child entering school often has 
had no experience with a "successful" male model or thereby with a psy- 
chological framework in which effort can result in at least the possibility 
of achievement. Yet the value system of the school and of the learning 
process is predicated on the assumption that effort will result in achieve- 
ment. 

To a large extent, much of this is true not only for the Negro child but 
for all children who come from impoverished and marginal social and 
economic conditions. These living conditions are characterized by great 
overcrowding in substandard housing, often lacking adequate sanitary 
and other facilities. While we don't know the actual importance, for ex- 
ample, of moments of privacy, we do know that the opportunity frequently 
does not exist. In addition, there are likely to be large numbers of siblings 
and half-siblings, again with there being little opportunity for individua- 
tion. At the same time, the child tends to be restricted to his immediate 
environment, with conducted explorations of the "outside" world being 
infrequent and sometimes non-existent. In the slums, and to an unfortu- 
nately large extent in many other areas of our largest cities, there is little 
opportunity to observe natural beauty, clean landscapes or other pleasant 
and aesthetically pleasing surroundings. 

In the child's home, there is a scarcity of objects of all types, but espe- 
cially of books, toys, puzzles, pencils, and scribbling paper. It is not that 
the mere presence of such materials would necessarily result in their pro- 
ductive use, but it would increase the child's familiarity with the tools 
he'll be confronted with in school. Actually, for the most effective utiliza- 
tion of these tools, guidance and explanations are necessary from the 
earliest time of exposure. Such guidance requires not only the presence 
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of aware and educated adults, but also time a rare commodity in these 
marginal circumstances. Though many parents will share in the larger 
value system of having high aspirations for their children, they are una- 
ware of the operational steps required for the preparation of the child 
to use optimally the learning opportunities in the school. Individual po- 
tential is one of the most unmarketable properties if the child acquires 
no means for its development, or if no means exist for measuring it ob- 
jectively. It is here that we must understand the consequences of all these 
aspects of the slum matrix for the psychological and cognitive develop- 
ment of the child. 

Psychological Factors 

A child from any circumstance who has been deprived of a substantial 
portion of the variety of stimuli which he is maturationally capable of re- 
sponding to is likely to be deficient in the equipment required for learning. 

Support for this is found in Hunt who, in discussing Piaget's develop- 
mental theories, points out that, according to Piaget, ". . . the rate of de- 
velopment is in substantial part, but certainly not wholly, a function of 
environmental circumstances. Change in circumstances is required to 
force the accommodative modifications of schemata that constitute de- 
velopment. Thus, the greater the variety of situations to which the child 
must accommodate his behavioral structures, the more differentiated and 
mobile they become. Thus, the more new things a child has seen and the 
more he has heard, the more things he is interested in seeing and hearing. 
Moreover, the more variation in reality with which he has coped, the 
greater is his capacity for coping." (2, pp. 258-259). 

This emphasis on the importance of variety in the environment implies 
the detrimental effects of lack of variety. This in turn leads to a concept 
of "stimulus deprivation." But it is important that it be correctly under- 
stood. By this is not necessarily meant any restriction of the quantity of 
stimulation, but, rather, a restriction to a segment of the spectrum of 
stimulation potentially available. In addition to the restriction in variety, 
from what is known of the slum environment, it might be postulated that 
the segments made available to these children tend to have poorer and 
less systematic ordering of stimulation sequences, and would thereby be 
less useful to the growth and activation of cognitive potential. 

This deprivation has effects on both the formal and the contentual as- 
pects of cognition. By "formal" is meant the operations the behavior 
by which stimuli are perceived, encouraged, and responded to. By 
"contentual" is meant the actual content of the child's knowledge and 
comprehension. "Formal equipment" would include perceptual discrim- 
ination skills, the ability to sustain attention, and the ability to use adults 
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as sources of information and for satisfying curiosity. Also included would 
be the establishment of expectations of reward from accumulation of 
knowledge, from task completion, and from adult reinforcement, and the 
ability to delay gratification. Examples of "contentual equipment" would 
be the language-symbolic system, environmental information, general and 
environmental orientation, and concepts of comparability and relativity 
appropriate to the child's age level. The growth of a differentiated addi- 
tudinal set toward learning is probably a resultant of the interaction be- 
tween formal and contentual levels. 

Hypothesizing that stimulus deprivation will result in deficiencies in 
either of these equipments, let us examine the particular stimuli which 
are available and those which are absent from the environment of the child 
who comes from the conditions discussed above. This reasoning suggests 
also certain hypotheses regarding the role of environment in the evolving 
of the formal and contentual systems. 

As was pointed out in the previous section, the disadvantaged environ- 
ment as well as certain aspects of the middle-class circumstance offers the 
child, over-all, a restricted range of experience. While one does see great 
individual variability in these children, social conditions reduce the range 
of this variation; with less variety in input, it would be reasonable to as- 
sume a concomitant restriction in the variety of output. This is an impor- 
tant respect in which social poverty may have a leveling effect on the 
achievement of individual skills and abilities. Concomitantly, in the cur- 
rent problem of extensive under-achievement in suburban lower-middle- 
class areas, the over-routinization of activity with the consequent reduc- 
tion hi variety may well be the major factor. 

In individual terms, a child is probably farther away from his matura- 
tionkl ceiling as a result of this experiential poverty. This might well be 
a crucial factor in the poorer performance of the lower socio-economic 
children on standardized tests of intelligence. On such tests, the child is 
compared with others of his own age. But if his point of development hi 
relation to the maturational ceiling for his age group is influenced by his 
experience, then the child with restricted experience may actually be de- 
veloped to a proportionately lower level of his own actual ceiling. If a 
certain quantum of fostering experience . is necessary to activate the 
achievement of particular maturational levels, then perhaps the child 
who is deficient hi this experience will take longer to achieve these levels, 
even though his potential may be the same as the more advantaged child. 
It might be that in order to achieve a realistic appraisal of the ability 
levels of children, an "experience" age rather than the chronological age 
should be used to arrive at norms. 

This suggests a limitation on the frequent studies comparing Negro 
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and white children. Even when it is possible to control for the formal at- 
tributes of social class membership, the uniqueness of the Negro child's 
experience would make comparability impossible when limited to these 
class factors. Perhaps too, if such an interaction exists between experi- 
ential and biological determinants of development, it would account for 
the failure of the culture-free tests, as they too are standardized on an 
age basis without allowing for the experimental interaction (as distin- 
guished from specific experimental influence) . 

Let us now consider some of the specifics in the child's environment, 
and their effects on the development of the formal, contentual, and atti- 
tudinal systems. 

Visually, the urban slum and its overcrowded apartments offer the child 
a minimal range of stimuli. There are usually few if any pictures on the 
wall, and the objects in the household, be they toys, furniture, or utensils, 
tend to be sparse, repetitious, and lacking in form and color variations. 
The sparsity of objects and lack of diversity of home artifacts which are 
available and meaningful to the child, in addition to the unavailability of 
individualized training, gives the child few opportunities to manipulate 
and organize the visual properties of his environment and thus perceptu- 
ally to organize and discriminate the nuances of that environment. These 
would include figure-ground relationships and the spatial organization of 
the visual field. The sparsity of manipulable objects probably also 
hampers the development of these functions in the tactile area. For ex- 
ample, while these children have broomsticks and usually a ball, possibly 
a doll or a discarded kitchen pot to play with, they don't have the different 
shapes and colors and sizes to manipulate which the middle-class child 
has in the form of blocks which are bought just for him, or even in the 
variety of sizes and shapes of cooking utensils which might be available 
to him as playthings. 

It is true, as has been pointed out frequently, that the pioneer child 
didn't have many playthings either. But he had a more active responsi- 
bility toward the environment and a great variety of growing plants and 
other natural resources as well as a stable family that assumed a primary 
role for the education and training of the child. In addition, the intel- 
lectually normal or superior frontier child could and usually did grow up 
to be a fanner. Today's child will grow up into a world of automation 
requiring highly differentiated skills if he and society are to use his in- 
tellect. 

The effect of sparsity of manipulable objects on visual perception is, 
of course, quite speculative, as few data now exist. However, it is an 
important area, as among skills necessary for reading are form discrimina- 
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tion and visual spatial organization. Children from depressed areas, be- 
cause of inadequate training and stimulation, may not have developed the 
requisite skills by the time they enter first grade, and the assumption that 
they do possess these skills may thus add to the frustration these children 
experience on entering school. 

The lower-class home is not a verbally oriented environment. The im- 
plications of this for language development will be considered below in 
the discussion of the contentual systems. Here let us consider its implica- 
tion for the development of auditory discrimination skills. While the erg 
vironment is a noisy one, the noise is not, for the most part, meaningful 
in relation to the child, and for him most of it is background. In the 
crowded apartments with all the daily living stresses, is a minimum of 
non-instructional conversation directed toward the child. In actuality, 
the situation is ideal for the child to learn inattention. Furthermore, he 
does not get practice in auditory discrimination or feedback from adults 
correcting his enunciation, pronunciation, and grammar. In studies at 
the Institute for Developmental Studies at New York Medical College, as 
yet unreported in the literature, we have found significant differences in 
auditory discrimination between lower-class and middle-class children 
in the first grade. These differences seem to diminish markedly as the 
children get older, though the effects of their early existence on other 
functioning remain to be investigated. Here again, we are dealing with 
a skill very important to reading. Our data indicate too that poor readers 
within social-class groups have significantly more difficulty in auditory 
discrimination than do good readers. Further, this difference between 
good and poor readers is greater for the lower-class group. ^ 

If the child learns to be inattentive in the pre-school environment, as 
has been postulated, this further diminishes incoming stimulation. Fur- 
ther, if this trained inattention comes about as a result of his being insuffi- 
ciently called upon to respond to particular stimuli, then his general level 
of responsiveness will also be diminished. The nature of the total en- 
vironment and the child-adult interaction is such that reinforcement is 
too infrequent, and, as a result, the quantity of response is diminished. 
The implications of this for the structured learning situation in the school 
are quite obvious. 

Related to attentivity is memory. Here also we would postulate the de- 
pendence of the child, particularly in the pre-school period, on inter- 
action with the parent. It is adults who link the past and the present by 
calling to mind prior shared experiences. The combination of the con- 
striction in the use of language and in shared activity results, for the lower- 
class child, in much less stimulation of the early memory function. 
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Although I don't know of any data supporting this thesis, from my obser- 
vations it would seem that there is a tendency for these children to be pro- 
portionately more present-oriented and less aware of past-present se- 
quences than the middle-class child. This is consistent with anthropologi- 
cal research and thinking. While this could be a function of the poorer 
time orientation of these children or of their difficulty in verbal expres- 
sion, both of which will be discussed below, it could also relate to a greater 
difficulty in seeing themselves in the past or in a different context. An- 
other area which points up the home-school discontinuity is that of time. 
Anthropologists have pointed out that from culture to culture time con- 
cepts differ and that time as life's governor is a relatively modern phenome- 
non and one which finds most of its slaves in the lower-middle, middle- 
middle, and upper-middle classes. It might not even be an important 
factor in learning, but it is an essential feature in the measurement of chil- 
dren's performance by testing and in the adjustment of children to the 
organizational demands of the school. The middle-class teacher organizes 
the day by allowing a certain amount of time for each activity. Psycholo- 
gists have long noticed that American Indian children, mountain children, 
and children from other non-industrial groups have great difficulty or- 
ganizing their response tempo to meet time limitations. In the Orientation 
Scale developed at the Institute, we have found that lower-class children 
in the first grade had significantly greater difficulty than did middle-class 
children in handling items related to time judgments. 

Another area in which the lower-class child lacks pre-school orienta- 
tion is the well-inculcated expectation of reward for performance, espe- 
cially for successful task completion. The lack of such expectation, of 
course, reduces motivation for beginning a task and, therefore, also makes 
less likely the self-reinforcement of activity through the gaining of feel- 
ings of competence. In these impoverished, broken homes there is very 
little of the type of interaction seen so commonly in middle-class homes, 
in which the parent sets a task for the child, observes its performance, 
and in some way rewards its completion. Neither, for most tasks, is there 
the disapproval which the middle-class child incurs when he does not per- 
form properly or when he leaves something unfinished. Again, much of 
the organization of the classroom is based on the assumption that children 
anticipate rewards for performance and that they will respond in these 
terms to tasks which are set for them. This is not to imply that the young 
lower-class child is not given assignments in his home, nor that he is never 
given approval or punishment. Rather, the assignments tend to be motoric 
in character, have a short time-span, and are more likely to relate to very 
concrete objects or services for people. The tasks given to pre-school 
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children in the middle-class are more likely to involve language and con- 
ceptual processes, and are thereby more attuned to the later school setting. 

Related to the whole issue of the adult-child dynamic in establishing a 
basis for the later learning process is the ability of the child to use the 
adult as a source for information, correction and the reality testing in- 
volved in problem solving and the absorption of new knowledge. When 
free adult time is greatly limited, homes vastly overcrowded, economic 
stress chronic, and the general educational level very low and, in addi- 
tion, when adults in our media culture are aware of the inadequacy of 
their education questions from children are not encouraged, as the adults 
might be embarrassed by their own limitations and anyway are too pre- 
occupied with the business of just living and surviving. In the child's 
formulation of concepts of the world, the ability to formulate questions 
is an essential step in data gathering. If questions are not encouraged or 
if they are not responded to, this is a function which does not mature. 

At the Institute, in our observations of children at the kindergarten 
level and in our discussions with parents, we find that many lower-class 
children have difficulty here. It follows that this problem, if it is not com- 
pensated for by special school efforts, becomes more serious later in the 
learning process, as more complex subject matter is introduced. It is here 
that questioning is not only desirable but essential, for if the child is not 
prepared to demand clarification he again falls farther behind, the process 
of alienation from school is facilitated, and his inattentiveness becomes 
further reinforced as he just does not understand what is being presented. 

It is generally agreed that the language-symbolic process plays an im- 
portant role at all levels of learning. It is included here under the "con- 
tentual" rubric because language development evolves through the cor- 
rect labeling of the environment, and through the use of appropriate words 
for the relating and combining and recombining of the concrete and ab- 
stract components in describing, interpreting, and communicating percep- 
tions, experiences, and ideational matter. One can postulate on considera- 
ble evidence that language is one of the areas which is most sensitive to 
the impact of the multiplicity of problems associated with the stimulus 
deprivation found in the marginal circumstances of lower-class life. There 
are various dimensions of language, and for each of these it is possible 
to evaluate the influence of the verbal environment of the home and its 
immediate neighborhood. 

In order for a child to handle multiple attributes of words and to asso- 
ciate words with their proper referents, a great deal of exposure to lan- 
guage is presupposed. Such exposure involves training, experimenting 
with identifying objects and having corrective feedback, listening to a 
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variety of verbal material, and just observing adult language usage. Ex- 
posure of children to this type of experience is one of the great strengths 
of the middle-class home, and concomitantly represents a weakness in 
the lower-class home. In a middle-class home also, the availability of a 
great range of objects to be labeled and verbally related to each other 
strengthens the over-all language fluency of the child and gives him a basis 
for both understanding the teacher and for being able to communicate 
with her on various levels. An implicit hypothesis in a recent Institute 
survey of verbal skills is that verbal fluency is strongly related to reading 
skills and to other highly organized integrative and conceptual verbal 
activity. 

The acquisition of language facility and fluency and experience with 
the multiple attributes of words is particularly important in view of the 
estimate that only 60 to 80 per cent of any sustained communication is 
usually heard. Knowledge of context and of the syntactical regularities 
of a language make correct completion and comprehension of the speech 
sequence possible. This completion occurs as a result of the correct an- 
ticipation of the sequence of language and thought. The child who has 
not achieved these anticipatory language skills is greatly handicapped in 
school. Thus for the child who already is deficient in auditory discrimina- 
tion and in ability to sustain attention, it becomes increasingly important 
that he have the very skills he lacks most. 

The problem in developing preventive and early remedial programs 
for these children is in determining the emphasis on the various areas that 
need remediation. For example, would it be more effective to place the 
greatest emphasis on the training of auditory discrimination, or on atten- 
tional mechanisms, or on anticipatory receptive language functions in 
order to achieve the primary goal of enabling the child to understand his 
teacher? In programming special remedial procedures, we do not know 
how much variation we will find from child to child, or if social-class ex- 
periences create a sufficiently homogeneous pattern of deficit so that the 
fact of any intervention and systematic training may be more important 
than its sequences. If this is so, the intervention would probably be most 
valid in the language area, because the large group of lower-class children 
with the kinds of deficits mentioned are probably maturationally ready 
for more complex language functioning than they have achieved. Lan- 
guage knowledge, once acquired, can be self -reinforcing in just commu- 
nicating with peers or talking to oneself. 

In observations of lower-class homes, it appears that speech sequences 
seem to be temporally very limited and poorly structured syntactically. 
It is thus not surprising to find that a major focus of deficit in the children's 
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language development is syntactical organization and subject continuity. 
In preliminary analysis of expressive and receptive language data on 
samples of middle- and lower-class children at the first- and fifth-grade 
levels, there are indications that the lower-class child has more expressive 
language ability than is generally recognized or than emerges in the class- 
room. The main differences between the social classes seem to lie in the 
level of syntactical organization. If, as is indicated in this research, with 
proper stimulation a surprisingly high level of expressive language func- 
tioning is available to the same children who show syntactical deficits, then 
we might conclude that the language variables we are dealing with here 
are by-products of social experience rather than indices of basic ability 
or intellectual level. This again suggests another possibly vital area to be 
included in an enrichment or a remedial program: training in the use of 
word sequences to relate and unify cognitions. 

Also on the basis of preliminary analysis of data, it appears that re- 
tarded readers have the most difficulty with the organization of expressive 
language. 

In another type of social-class-related language analysis, Bernstein 
( 1960) , an English sociologist, has pointed out that the lower-class tends 
to use informal language and mainly to convey concrete needs and imme- 
diate consequences, while the middle-class usage tends to be more formal 
and to emphasize the relating of concepts. This difference between these 
two milieus, then, might explain the finding in some of our recent research 
that the middle-class fifth-grade child has an advantage over the lower- 
class fifth grader in tasks where precise and somewhat abstract language 
is required for solution. Further, Bernstein's reasoning would again em- 
phasize the communication gap which exists between the middle-class 
teacher and the lower-class child. 

Though it might belong more in the formal than in the contentual area, 
one can postulate that the absence of well-structured routine and activity 
in the home is reflected in the difficulty that the lower-class child has in 
structuring language. The implication of this for curriculum in the kinder- 
garten and nursery school would be that these children should be offered 
a great deal of verbalized routine and regulation so that expectation can 
be built up in the child and then met. 

According to Piagef s theories, later problem-solving and logical abili- 
ties are built on the earlier and orderly progression through a series of 
developmental stages involving the active interaction between the child 
and his environment. This is considered a maturational process, though 
highly related to experience and practice. Language development docs 
not occupy a super-ordinate position. However, Whorf, Vygotsky, and 
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some contemporary theorists have made language the essential ingredient 
in concept formation, problem-solving, and in the relating to an interpre- 
tation of the environment. Current data at the Institute tend to indicate 
that class differences in perceptual abilities and in general environmental 
orientation decrease with chronological age, whereas language differences 
tend to increase. These might tentatively be interpreted to mean that per- 
ceptual development occurs first and that language growth and its im- 
portance in problem solving comes later. If later data and further analysis 
support this interpretation, then the implication would be that the lower- 
class child comes to school with major deficits in the perceptual rather 
than the language area. Perhaps the poverty of his experience has slowed 
his rate of maturation. Then by requiring, without the antecedent verbal 
preparation, a relatively high level of language skill, the school may con- 
tribute to an increase in the child's deficit in this area, relative to middle- 
class children. Meanwhile, his increased experience and normal matura- 
tional processes stimulate perceptual development, and that deficit is over- 
come. But the child is left with a language handicap. The remedy for 
such a situation would be emphasis on perceptual training for these chil- 
dren in the early school, or, better, pre-school, years, combined with a 
more gradual introduction of language training and requirements. 

This theory and interpretation are somewhat, but by no means wholly, 
in conflict with the previous discussion of language. In an area where 
there is as yet much uncertainty, it is important to consider as many al- 
ternatives as possible, in order not to restrict experimentation. 

In any event, whether or not we consider language skills as primary 
mediators in concept formation and problem solving, the lower-class child 
seems to be at a disadvantage at the point of entry into the formal learn- 
ing process. 

The other contentual factors that so often result in a poorly prepared 
child being brought to the school situation are closely interrelated with 
language. Briefly, they revolve around the child's understanding and 
knowledge of the physical, geographic, and geometric characteristics of 
the world around him, as well as information about his self-identity and 
some of the more macroscopic items of general information. It could be 
reasonably expected, for example, that a kindergarten or first-grade child 
who is not mentally defective would know both his first and last names, 
his address or the city he lives in, would have a rudimentary concept of 
number relationships, and would know something about the differences 
between near and far, high and low, and similar relational concepts. Much 
of what happens hi school is predicated on the prior availability of this 
basic information. We know that educational procedures frequently pro- 
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ceed without establishing the actual existence of such a baseline. Again, 
in the lower-class child it cannot be taken for granted that the home ex- 
perience has supplied this information or that it has tested the child for 
this knowledge. In facilitating the learning process in these children, the 
school must expect frequently to do a portion of the job traditionally as- 
signed to the home, and curriculum must be reorganized to provide for 
establishing a good base. This type of basic information is essential so 
that the child can relate the input of new information to some stable core. 

From all of the foregoing, it is obvious that the lower-class child when 
he enters school has as many problems in understanding what it is all 
about and why he is there as school personnel have in relating traditional 
curriculum and learning procedures to this child. Some reorientation is 
really necessary, as discussion of these problems almost always focuses 
on the problems the school has, rather than on the enormous confusion, 
hesitations, and frustrations the child experiences and does not have the 
language to articulate when he meets an essentially rigid set of academic 
expectations. Again, from all the foregoing, the child, from the time he 
enters school and is exposed to assumptions about him derived from ex- 
perience with the middle-class child, has few success experiences and 
much failure and generalized frustration, and thus begins the alienating 
process in the direction of the apathetic and disgruntled fifth grader de- 
scribed earlier. 

The frustration inherent in not understanding, not succeeding, and not 
being stimulated in the school although being regulated by it, creates a 
basis for the further development of negative self-images and low evalua- 
tions of individual competencies. This would be especially true for the 
Negro child who, as we know from doll-play and other studies, starts re- 
flecting the social bias in his own self-image at very early ages. No matter 
how the parents might aspire to a higher achievement level for their child, 
their lack of knowledge as to the operational implementation, combined 
with the child's early failure experiences in school, can so effectively at- 
tenuate confidence in his ability ever to handle competently challenge in 
the academic area, that the child loses all motivation. 

It is important to state that not all the negative factors and deficits dis- 
cussed here are present in every or even in any one child. Rather, there 
is a patterning of socially determined school-achievement-related disabili- 
ties which tends initially to set artificially low ceilings for these children: 
initially artificial, because as age increases it becomes more and more 
difficult for these children to develop compensatory mechanisms, to re- 
spond to special programs, or to make the psychological readjustments 
required to overcome the cumulative effects of their early deficits. 
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It is also important to state that there are strengths and positive features 
associated with lower-class life. Unfortunately, they generally tend not 
to be, at least immediately, congruent with the demands of the school. 
For example, lack of close supervision or protection fosters the growth 
of independence in lower-class children. However, this independence 
and probably confidence in regard to the handling of younger siblings, 
the crossing of streets, self-care, and creating of their own amusements, 
does not necessarily meaningfully transfer to the unfamiliar world of 
books, language, and abstract thought. 

School Conditions 

Educational factors have of course been interlaced throughout this dis- 
cussion, but there are some special features that need separate delineation. 

The lower-class child probably enters school with a nebulous and es- 
sentially neutral attitude. His home rarely, if ever, negatively predisposes 
him toward the school situation, though it might not offer positive motiva- 
tion and correct interpretation of the school experience. It is in the school 
situation that the highly charged negative attitudes toward learning evolve, 
and the responsibility for such large groups of normal children showing 
great scholastic retardation, the high drop-out rate, and to some extent 
the delinquency problem, must rest with the failure of the school to pro- 
mote the proper acculturation of these children. Through some of the 
responsibility may be shared by the larger society, the school, as the in- 
stitution of that society, offers the only mechanism by which the job can 
be done. 

It is unfair to imply that the school has all the appropriate methods at 
its disposal and has somehow chosen not to apply them. On the contrary, 
what is called for is flexible experimentation in the development of new 
methods, the clear delineation of the problem, and the training and re- 
training of administrative and teaching personnel in the educational phi- 
losophy and the learning procedures that this problem requires. 

In addition, the school should assume responsibility for a systematic 
plan for the education of the child in the areas that have been delineated 
here by the time the child reaches kindergarten or first grade. This does 
not mean that the school will abrogate the family's role with regard to 
the child, but rather that the school will insure both the intellectual and 
the attitudinal receptivity of each child to its requirements. Part of a hypo- 
thesis now being tested in a new pre-school program is based on the as- 
sumption that early intervention by well-structured programs will signifi- 
cantly reduce the attenuating influence of the socially marginal environ- 
ment. 
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What might be necessary to establish the required base to assure the 
eventual full padticipation of these children in the opportunity structure 
offered by the educational system is an ungraded sequence from age 3 or 
4 through 8, with a low teacher-pupil ratio. Perhaps, also, the school 
system should make full use of anthropologists, sociologists, and social 
psychologists for description and interpretation of the cultural discontinu- 
ities which face the individual child when he enters school. In addition, 
the previously discussed patterning of deficits and strengths should be 
evaluated for each child and placed in a format which the teacher can 
use as a guide. In the early years this would enable diagnostic reviews 
of the intellectual functioning of each child, so that learning procedures, 
to whatever extent possible, could be appropriate to a particular child's 
needs. New evaluation techniques must be developed for this purpose, 
as the standardized procedures generally cannot produce accurate evalua- 
tion of the functioning level or achievement potential of these children. 

Possibly most important would be the greater utilization by educators 
in both curriculum development and teacher training of the new and enor- 
mous knowledge, techniques, and researches in the social and behavioral 
sciences. Similarly, social and behavioral scientists have hi the school a 
wonderful laboratory to study the interpenetration and interaction of fun- 
damental social, cognitive, psychological, and developmental processes. 
Close and continuing collaboration, thus, should be mutually productive 
and satisfying, and is strongly indicated. 
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PART III t 

Sociological Aspects 
of Education in 
Depressed Areas 



Research evidence documents the relationship between the social status 
of a family and the academic achievement and aspirations of its children. 
As Alan B. Wilson points out, "the utilization of educational opportuni- 
ties, to a large degree, follows the lines of the stratification system of the 
society." Differences in the length of schooling, in scholastic performance, 
in educational aspirations, and in orientation to higher education follow, 
hi general outline, social class differentials. Ethnic, racial, and religious 
affiliations often related to social class as well influence and qualify 
socio-economic stratification and the individual's life chances as well. 
Educational opportunity is not equally accessible to all socio-economic 
classes, nor is occupational mobility. The more education, the higher the 
occupational attainment; but not all social classes have or use educational 
opportunities to the same extent. 

Studies have indicated a generally direct relationship between social 
class and scholastic attainment. Bernard Barber has observed that the 
fact of average difference in IQ scores among the social classes and the 
considerable dispersion of IQ scores within any given social class, suggests 
that "we must look into the social, cultural, economic, and political spheres 
to discover the sources of social-class differences in IQ score and their 
effects on differentials in educational life-chances." 1 Differences in "valu- 
ing education" are class-oriented; further, the emphasis or value placed on 
acquiring an education influences scholastic achievement. Hyman reports 
survey data which indicate "reduced striving for success among the lower 
classes, an awareness of lack of opportunity, and a lack of valuation of 

1 Bernard Barber, "Social-Class Differences in Educational Life-Chances,'* Teach- 
ers College Record, 63: 102-113, November 1961. 
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education, normally the major avenue to achievement of high status." 2 
In essence, these lowered aspirations, this weak motivation may represent 
a factual appraisal by low-income persons of the existence of barriers to 
occupational and social mobility based on their race, ethnic and social 
class origins. As Cloward has said, academic performance may be de- 
valued because youth from depressed areas see no relationship between 
high levels of educational achievement and the realities of their future. 
These perceptions travel from parents and other adults to children. 

Increasingly, there is evidence that the ethos of the school contributes 
to social class differentials in educational achievement as well. Rogoff's 
data from a national sample indicate clearly that the higher the student's 
family's social class, the more likely he is to attend a larger and better high 
school. The data also suggest that the social composition of the school, as 
well as the size and resources of the school and its community, affect apti- 
tude scores, college aspkations, and general educational achievement. 3 
The patterns of social-class differentials in educational life-chances may 
be altered by the structural forces of the school itself. 

Predilection towards school and academic achievements is determined 
fairly early in the child's development. Kahl has pointed out that early 
success in school raises the hopes of both child and parent for future 
achievements. Basic patterns of school behavior, affinity or distaste for 
educational achievement, are established in the early grades. 4 Talcott 
Parsons has argued that it is "not stretching the evidence too far to say 
broadly that the primary selective process occurs through differential 
school performance in the elementary school and that the 'seal' is put on it 
in the junior high school." 5 Thus, academic achievement or its lack in 
the primary grades is crucial to the separation of youngsters into achievers 
and non-achievers, into college goers and non-college-goers, and, eventu- 
ally into the various trades, occupations, and professions. 

Differing school milieux, variations in the structure and cohesion of peer 
groups, the predominant values systems among students, all color the 
relationship between familial background and academic aspirations and 
achievement. The social-class composition of the school, Edwards and 
Wilson found, clearly modifies the ambitions, norms, and achievement of 
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students in that school. 6 Variations in teachers' expectations and stand- 
dards contribute to differences in pupil attainment and aspirations. 
Edwards and Wilson found that peer groups of elementary school children 
from lower-class families were more tightly knit than those from middle- 
class families. They recognized that "students are influenced by their 
perceptions of the values, interests, and actions prevalent among their 
peers; and that this influence contributes to the homogenization of be- 
havior within strata and the differences between strata." Sociometric data 
indicate that boys in the lower-class schools who were not interested in 
extending their education were well-integrated and accepted into their 
peer groups. On the other hand, more boys in the "better schools" who 
were non-college aspirants were seen as isolates. In the lower-class 
schools, the terminal students are viewed as the social leaders by their 
peers and set the pace without "adopting the standards of success prevalent 
in the wider community of adults." These findings suggest that deviation 
from the accepted middle-class educational goals is socially supported 
and buttressed by the school environment. 

Academic prowess in a setting unfriendly to such performance may, in 
fact, alienate the child from his peers and even from his family. In a 
study of the relationship between education and social change in an 
English city, Mays reports the problems that arise when social structure 
responds to modifications in the school system. For example, extending 
secondary schools to age 15 and increasing the number of places in 
grammar school (academic, university-oriented curriculum) opened edu- 
cational opportunities to a group in which the prevailing attitude has been 
one of inertia and disinterest. This experiment, in which the schools are 
being called to promote social change, presents a major challenge to edu- 
cators to find the means by which "new ideas and values may be grafted 
upon an established cultural pattern without totally disrupting the existing 
way of life and without succumbing to the pressures, or indeed, to the social 
inertia, of the neighborhood." 7 The task, as Mays sees it, is one of leveling 
up and leveling out social differences without "sacrificing the individual 
child as the ultimate objective of the whole educational process/' 

Professor Richard A. Cloward and Mr. James A. Jones discuss the 
relationship between academic achievement and socio-economic position. 
While the correlation is generally direct for large populations, there are 
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significant variations in academic performance for certain subgroups. 
Cloward and Jones point out that differences in attitudes toward educa- 
tion do not by themselves explain the low-level academic performance of 
lower-class children but that other forces and factors combine to depress 
scholastic attainment. They discuss three such forces: (a) less actual 
instruction time, (ft) perceived obstacles to occupational rewards a 
major inducement to educational achievement, and (c) schools' failure to 
consider alternative values influencing lower-class youth. Other factors 
were explored, such as regular employment opportunities for males, en- 
abling them to support a monogamous, stable family structure. The same 
factors tend to reduce illegitimacy and female-dominated households, 
which may be two reactions of some men to unemployment. Schools in 
depressed areas are depicted as having inferior facilities, high teacher 
turnover, inexperienced staffs, shortages of materials. Individual differ- 
ences in learning patterns are minimized, as are differentials in socializa- 
patteras. Socio-economic groupings usually consign lower-class students 
to a vocational or general track. The school does control certain condi- 
tions notably, provision of equal educational opportunity. When it fails 
to practice equality, Cloward and Jones maintain, the school may "con- 
tribute to the very problem which it otherwise deplores." 

They go on to examine attitudes toward education among various social 
classes and the impact on such attitudes resulting from involvement in 
school activities. Data are drawn from a sampling of adult residents in 
New York City's lower east side, the traditional gateway for immigrants 
and, not accidentally, a slum area for generations. The Lower East Side is 
presently the focus for a large scale demonstration-research project for 
the prevention and control of delinquency through a systematic effort to 
expand opportunities for the area's children, youth and adults, most of 
whom live in tenements and low-income public housing projects. 8 The 
data on attitudes toward education and the schools were culled from 
detailed interviews with 988 adult residents, representing a proportionate, 
random sample, geographically stratified. 

The tentative conclusion drawn by Cloward and Jones is that attitudes 
toward the importance of education relate to occupational aspirations: 
lower occupational goals mean lower educational aspirations. Contrary 
to the general view that lower-class individuals fail to see education as a 
means of social mobility, such individuals strive for different social targets 
and therefore, show comparably lower educational aspirations. In addi- 
tion, the data suggest that participation in school activities does affect the 

8 For further information concerning this project, write to Mobilization for Youth, 
Inc., 214 East Second Street, New York 9, New York. 
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individual's judgment of the importance of education and of the school as 
an institution. Both of these findings have implications for educational 
programs, Cloward and Jones point out; greater efforts to involve lower- 
class people in educational matters can deepen their interest in the aca- 
demic achievement of their children. 

Cloward and Jones suggest that a major problem in depressed areas is 
greater community integration; they chide the school for contributing 
little toward this end, compared with what it could. Community disinte- 
gration, the keynote of recent years, grew out of a number of factors. 
Political machinery is no longer neighborhood-centered and productive 
of close bonds. Some of the functions of the political machine have been 
taken over by the modern social welfare enterprise which tends to be 
impersonal, not integrative. Massive demolition of slum areas and their 
replacement with high-rise low-income housing has broken up neighbor- 
hood areas and the stability of social orga.nTzati.nng. Progressive bureau- 
cratization of cities has increased the number of impersonal agencies and 
restricted local participation and influence, especially among the lower- 
class residents agencies have replaced neighborhood organizations, 
project directors have replaced landlords, city-wide school systems have 
replaced neighborhood-controlled schools. While bureaucracy itself may 
not be bad (it may, for example, provide a wider range of services), there 
must be sensitive channels for reflecting the attitudes, concerns, and in- 
terests of diverse groups including the lower classes. In addition, un- 
organized aggregates of people lose the function of a community as trans- 
mitter of values to the young norms, values, consensus, and social con- 
trols are not readily visible to children and youth. Community agencies 
public and private in depressed areas are typically middle-class dom- 
inated, insofar as policy and decision-making are concerned. Agencies 
that work in depressed areas too often impose their middle-class values 
and standards, appearing to residents as paternalistic and patronizing. 

Cloward proposes that agencies involve local people in efforts to raise 
levels of living by sharing power with them forming indigenous groups 
representative of varying points of view and spearheaded by local leader- 
ship. Although such indigenous leadership may be hidden, it does exist. 
Bringing in new points of view, fostering political competition between 
groups, organizing within rather than across ethnic, racial, and interest 
groups, may seem disruptive at first. However, involvement in policy- 
making and sharing of power with lower-class groups can be a healthy 
propellant towards middle-class orientation. The role of the school in 
fostering community integration and participation is not yet clear. Be- 
sides involving lower-class parents in the educational enterprise, the 
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school's function may be to work with other social and community in- 
stitutions on appropriate joint projects. 

Professor Alan B. Wilson reports his findings on the effects of social 
stratification and of segregation on the academic attainment of elementary 
school children. While gross differences in scholastic achievement can be 
accounted for in part by family backgrounds, subcultural factors and other 
environmental factors, these are not the whole story. Wilson suggests that 
we look at the school itself as a contributing factor in achievement. Spe- 
cifically, he points to the tendency of schools to homogenize standards, 
particularly through the influence of teacher expectations and peer-group 
pressures. 

Reporting on an earlier study at the high school level, Wilson noted that 
school climate affected pupils' educational and vocational aspirations. 
For example, the proportion of students from similar family background 
who aspired to college varied with their high schools and the prevailing 
modes. In their median grades as well, boys from comparable back- 
grounds tended towards the mode of the school. 

Wilson's study of sixth-grade pupils yields similar findings. The effects 
on achievement of socio-economic status and race, as well as sex differ- 
ence, are confirmed again. However, the data indicate a "homogenizing 
effect of the school milieu" as well. Two mechanisms of uniformity are 
the lateral transmission of values and attitudes among students and the 
normalization of differing achievement standards by teachers. As the 
students progress through junior and senior high school, those from the 
middle-class schools tend to be assigned to the academic stream while 
pupils from the lower-class schools are placed in general or vocational 
programs. This tracking, Wilson states, "comes to many of them as an un- 
anticipated and discriminatory jolt." 

In the sociometric data, Wilson found that the social leaders in the 
lower-class schools are the terminal students: "they gain social support 
from their peers, and, in turn, set the pace for them, without adopting the 
standards of success prevalent in the wider community of adults." In the 
middle-class schools, both parents and teachers have higher expectations 
for the children and exercised greater supervisory control. The conse- 
quence seemed to be a greater congruence with adult values as well as a 
more fragmented peer-group structure. In the lower-class schools, Wilson 
found a more flexible program, especially centered around social studies 
projects. However, teachers did not set as high standards nor did they 
concern themselves as much as teachers in the middle-class schools with 
"bringing the children up to grade level." 

These two papers and parts of some others, as well, evoke a thorn tree 
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of questions about the nature of cultural deprivation and the ways to thaw 
frozen opportunities. That social-class differentials affect life chances is 
a principle generally accepted and substantiated. However, we remain 
baffled at how the many forces economic, political, social, cultural, and 
racial interact and why such wide variance marks the responses of in- 
dividuals and groups to apparently similar stimuli. 

Several speakers suggested that schools should draft programs to in- 
form low-income families about the rapidly changing occupational struc- 
ture, the creation of new opportunities in education and employment, the 
availability of training resources. The problem is to design programs 
which can crash through these families' incomprehension, ignorance, re- 
sistance. What is the school's role in marshaling labor, industry, business, 
and political forces to broaden opportunities for mobility? If education 
is valued in terms of occupational aspirations, what means will upgrade 
such aspirations? What are the significant similarities and differences in 
the various subcultures low-income and poverty-ridden, ethnic and 
racial minority, rural in-migrant, and immigrant which influence the 
responses to deprivation? How shall the schools study and understand 
these subcultural differences in response? Are there positive aspects in 
the life of lower-income groups such as cohesiveness or mode of ex- 
pression which offer leads to school and community program develop- 
ment. 

To what extent can and should the school, social agencies, religious in- 
stitutions, voluntary organizations, and political units reach into the home 
and neighborhood to rearrange living patterns? Public housing, slum 
clearance, and urban renewal all have a direct impact on life in depressed 
areas, alleviating some problems, producing new ones. What kinds of 
planning will reduce some of the social perplexities which are by-products 
of urban redevelopment? How does the school fit in? As Havighurst 
points out, many urban renewal and slum clearance programs actually 
have created new patterns of segregation and aggravated social and po- 
litical divisiveness and discontent. Can curriculum and instructional mod- 
ifications (such as enrichment programs, smaller classes, and more per- 
sonnel) compensate for the consequences of economic, ethnic, and racial 
segregation? Are more drastic steps required, such as location of build- 
ings so as to create mixed-class schools; open enrollment and mass student 
transfers from depressed area schools; rezoning or elimination of district 
lines? What are the effects of such programs on middle-class families? 
How can they be reassured that innovations will not shortchange their 
children educationally? How can the exodus to suburban schools of the 
aspiring middle-class student population be curbed? 
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Should school and community agencies attempt to alter family life and 
child-rearing patterns? The initiation of programs which remove the de- 
pressed area child from the family at a much younger age than his middle- 
class peer programs such as day care centers, pre-school nurseries, and 
pre-kindergarten programs constitute attempts at early intervention in 
the child's readiness for school tasks. Can such programs be broadened? 
With whose money? Should they be made mandatory? Are they or would 
they then be perceived as discriminatory? Can enough skilled staff with 
positive attitudes toward culturally disadvantaged children be recruited 
and trained? 

What is significant about the climate of a school whose student popu- 
lation is of differing social classes? Segregated housing, politics and eco- 
nomic conditions result in socially stratified schools. What program modi- 
fications are needed to alter teacher expectations, create higher standards, 
increase pupil motivation in the depressed area schools? Can the ethos of 
a school be changed without major transfer of pupils? Can a "leveling up" 
proceed without a corresponding "leveling down"? What steps will pre- 
vent the "disintegration" of a good school program? Is de facto segrega- 
tion in cities (segregation caused by residential concentrations of minority 
groups) less of a problem for the schools than de jure segregation? 

What is the impact of high student mobility in a depressed urban area? 
How can curriculum stability, program articulation and continuity be 
maintained in schools with a revolving-door student body? How about 
the non-transient child in such a school? What kinds of special programs 
are necessary to balance the negative effects of transiency? Some school 
districts are permitting children to remain in a school even though they 
have moved, unless the distance from the new home is prohibitive; trans- 
fer is required only at the end of a year or a semester. Is this an effective 
tactic? Should a highly transient school receive additional resources to 
satisfy the special educational and vocational guidance, remedial and 
health needs of the student population. 

What major changes are required in the policy making and planning 
structures of cities to facilitate the kind of citizen participation and local 
leadership for which Cloward and Jones plead? Should local (that is, 
neighborhood or borough, in giant cities) educational authorities be 
created with power to levy supplementary taxes to support local programs? 
To what extent should educational planning be local, area, regional? The 
power structure of most community agencies both private and public 
tends to be dominated by middle-class individuals with little representa- 
tion from low-income and minority groups? How can policy makers 
effectively involve indigenous leaders? Are middle-class leaders willing to 
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take the risks accompanying decentralization of authority? Does the 
school have a legitimate role to play in fostering community integration? 
How can the depressed area resident change his perception of the "out- 
sider, or do-gooder," to that of cooperating fellow-citizen? To what ex- 
tent should the school aim at becoming the center for social integration of 
the community? How do the goals of the school differ from that of other 
social agencies in the depressed area? 

The two papers that follow examine some sociological aspects of edu- 
cation in depressed areas. The first sets apart educational attitudes and 
the meshing of educational activities with other phases of community life. 
The second analyzes the thesis that schools with differing social compo- 
sitions and traditions may limit the range of achievement and aspirations 
of their students. Both underline the importance of looking at the prob- 
lems of education in depressed areas from the broader perspective of 
urbanization. 



Richard A* Cloward 
and James A. Jones 



Social Class: 
Educational 
Attitudes and 
Participation 



What we do about a persisting social problem, such as poor academic 
achievement, depends hi large part on our assumptions about the forces 
that produce it. Every approach to this problem is based on certain as- 
sumptions, explicit or implicit, about why the problem it is seeking to 
solve exists in the first place. In this paper, we shall set forth some ideas 
which we hope are helpful hi dealing with the problem of poor academic 
performance among certain categories of children. 1 

The problem we have been asked to focus upon is that of the generally 
direct correlation between socio-economic position and academic achieve- 
ment. There are, of course, important qualifications which should be 
noted when this correlation is discussed. Although the correlation holds 
generally when the various strata of our society as a whole are compared, 
it may not necessarily hold for certain important subgroupings; some eth- 
nic groups may tend to perform well despite their low socio-economic po- 
sition; some groups may tend to perform poorly despite very high socio- 
economic position. The point is not that the correlation is unvarying, 
whatever the specialized status categories which one compares, but rather 
that it tends to hold for very large aggregates of the population despite 
these internal variations. 

If we ask whether this general correlation can partly be explained by 
class differences in emphasis on education, the answer is probably yes. 
However, the problem of under-achievement in low-income groups can- 
not be explained simply by differences in emphasis on education, although 
the representatives of educational institutions may find it convenient to 
do so. It must also be recognized that other forces combine to produce 

1 The data upon which this paper is based were drawn from surveys conducted by 
the New York School of Social Work, Columbia University, in conjunction with 
Mobilization for Youth, Inc. 
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lower Jteyel^ several of which might 

be noted. 

One force making for lower levels of academic achievement among im- 
poverishH youth is the fact that they receive less instructional time. A 
number of factors combine to diminish instructional time, not the least 
of which is teacher turnover. For a variety of reasons, many teachers are 
reluctant to teach hi the slum school. A study of the career patterns of 
Chicago public-school teachers documents the fact that teachers normally 
begin their careers in lower-class neighborhoods, where there are more 
vacancies, and transfer out as soon as they can (2). In addition to high 
turnover, this also means that teachers in slum schools are generally less 
experienced. The effect of this situation is especially unfortunate when 
one considers the characteristic instability of many slum communities, not 
to mention the economic uncertainties of slum youngsters' lives and the 
frequent changes in the composition of their family. It is important that 
the school, as represented by its teachers, be a constant, stable, omni- 
present force in the community. 

Because of the greater turnover of teachers in slum schools, their rela- 
tive inexperience, and the geographic mobility of low-income families, 
slum youth receive less actual instructional time than do school children 
in middle-class neighborhoods. Indeed, one study of a deprived-area 
school indicated that as much as 80 per cent of the school day was de- 
voted to discipline or organizational detail; even with the best teachers 
this figure never fell below 50 per cent (6). 

,,A-5ond force making for under-achievement stems from the strong 
tendency in our society to motivate academic achievement by holding out 
the promise of future occupational rewards. It should be pointed out, 
however, that educational attainment does not necessarily enable the 
lower-class person to overcome the disadvantages of his low social origins. 

Thus workers* sons with "some college" education are about as well off 
[financially] as a group as the sons of non-manual fathers who have graduated 
from high school but not attended college. Similarly, high school graduation 
for the sons of workers results in their being only slightly better off than the 
sons of non-manual workers who have not completed high school (10) . 

To the extent that one's social origins, despite education, still constitute 
a restraining influence on upward movement, we may assume that other 
objective consequences of social position intervene, such as the ability of 
one's family to give one a start hi a business or profession by supplying 
funds or influential contacts. 

The influence of social class as a deterrent to social mobility, despite 
the possession of education, becomes all the more important when cou- 
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pled with influences stemming from race and nationality. It hardly needs 
to be said that race usually acts as a major barrier to occupational mobility 
no matter what the educational achievement of the person involved. This 
situation is easing, to be sure, as progress in fair employment practices for 
all racial groups is slowly achieved. Nevertheless, it would be grossly 
inaccurate to say that a Negro youth in our society has the same chance 
as a white youth to become upwardly mobile given an equivalent level of 
education. It is not in the least uncommon to find Negro youth with col- 
lege training forced to take employment in semi-skilled and lower white- 
collar positions. Among the professions, only teaching and social work 
have been readily available to them. 

The point is, of course, that the major inducement to educational 
achievement in our society is the promise of future occupational rewards. 
If, however, it is known in advance that these rewards will be largely 
withheld from certain socio-economic and racial groups, then it is unlikely 
that high levels of educational achievement can be sustained in such 
groups. Thus, academic performance may be devalued because the young 
in such groups see no relationship between it and the realities of their 
future. 

What we have been saying about the relationship between educational 
performance and occupational rewards assumes, of course, that discrepan- 
cies between the two tend to be perceived by low-income and minority 
groups in our society. Generally speaking, the evidence available does 
suggest that perceptions of opportunity do accord with the reality. In 
this connection, Hyman summarizes data which show that there are dis- 
tinct differentials by socio-economic status in judgments regarding the 
accessibility of occupational rewards. Thus, 63 per cent of one sample 
of persons in professional and managerial positions felt that the "years 
ahead held good chances for advancement," while only 48 per cent of a 
sample of factory workers gave this response. Furthermore, the factory 
workers were more likely to think that "getting along well with the boss" 
and being a "friend or relative of the boss" were important determinants 
of mobility; professional and executive personnel were more likely to 
stress "quality of work" and "energy and willingness" (7). Such findings 
suggest that low-income persons do indeed perceive the impact of social 
origins upon their life changes. If these are the perceptions of occupa- 
tional mobility held by parents in such groups, it is hardly likely that chil- 
dren in such families would hold contrary views on a wide scale. Under 
such circumstances, the perception of the role of education as a channel 
of mobility may fail to assume the importance which we might otherwise 
wish. 
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be noted that the distinctive socialization of slum youth 
poses a barrier to academic achievement if the school is organized essen- 
tially in terms of middle-class values, as is typically the case. In the de- 
velopment of curricula and the structuring of teacher roles, this culture 
conflict (as distinct from the tune-worn emphasis on cultural deprivation) 
has never been fully recognized a fact that puts the lower-class child at 
a distinct disadvantage in competition with the middle-class child. 

The problem of differential socialization vis-a-vis educational achieve- 
ment can best be seen by looking at certain ethnic and nationality values. 
By and large, immigrant groups historically have entered our social struc- 
ture at the bottom, and thus it is in the lower class that these values have 
had the greatest impact. In many of the groups which have come to this 
country, distinctive systems of values were already well established and 
thus tended to persist here for a number of generations. Although the 
more superficial aspects of the American middle-class value system may 
have been acquired rapidly, the more subtle and deeply embedded aspects 
of the Old World values were abandoned less readily. Indeed, there is 
good reason to think that many of these values continue to exert a pro- 
found influence upon the behavior of many persons in the second and 
third generations. 

The point to be made about these persisting value orientations is that 
they do not always facilitate success in the school. Our system of educa- 
tion places a strong stress, upon, dpiiig rather. than being, upon a future 
orientation rather than an orientation toward the present or the past, upon 
the notion that man is superordinate to nature rather in harmony with 
it or subjugated by it, upon the notion that man is flexible and plastic and 
capable of change rather than that he is essentially, and perhaps immuta- 
bly, evil. A child who has not acquired these particular value orientations 
in his home and community is not so likely to compete successfully with 
youngsters among whom these values are implicitly taken for granted. 2 
Part of the problem of under-achievement among some lower-class per- 
sons may therefore be attributed to the existence of these alternative value 
orientations to which the young are different socially. 

The failure of the school to take these differing value patterns into 
account constitutes a striking form of inequality. In this connection, there 
are at least three respects in which equality can be understood. Fitst^ 
equality means that equivalent educational facilities shall be available, 
whatever the socio-economic position of the child. Second, equality 

2 For one account of these value orientations, see Florence Kluckhohn (9) and 
the recent book by Frank Riessman (13) which goes directly to the relationship be- 
tween value differences and educational achievement. 
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means that individual differences in learning patterns shall be taken into 
account. Finally, equality means that the educational system shall not 
be organized in such a way as to favor children who are socialized in one 
rather than another part of the social structure. Differentials in socializa- 
tion, arising from socio-economic position and ethnic origins, must, like 
individual differences in learning, also be adjusted to by the school system. 
If the educational enterprise is simply an extension of the middle-class 
home, then it follows that only middle-class children will tend to do well 
in it. If the school fails to practice equality in these several respects, then 
it can be understood as contributing to the very problem which it other- 
wise deplores. 

Keeping such factors as these in mind, we propose to examine the lim- 
ited problem of differences in attitudes toward education by social class. 
In addition, we shall ask whether involvement in educational activities 
such as visiting the school or participating in parent-teacher associa- 
tions appreciably influences these attitudes and, if so, in which socio- 
economic strata. 

Data and Indices 

The data upon which this paper is based were gathered in the course 
of a survey of attitudes of adult residents living in the Lower East Side of 
Manhattan. For generations the Lower East Side has been labeled a slum. 
Traditionally, it has been the first residential area for immigrants to this 
country. At present, about half of the 100,000 residents of the commu- 
nity were born outside of the United States. Ethnic groups in the area 
include Italians, Jews, Negroes, East Europeans, Chinese, and a large 
segment of Puerto Ricans. The last represent the most recent wave of 
immigrants to the city. Except for a smattering of middle-income cooper- 
atives, about half of the population lives in tenements, and the other half 
in low-income public housing. 

The Survey Sample. A sample of residents was drawn by listing every 
known dwelling unit in the area, stratifying this list into 250 equal inter- 
vals of 133 housing units, and randomly selecting five households within 
each interval. Since the listing of households corresponded to the geo- 
graphical arrangement of housing units, the sample is a proportionate 
random sample, geographically stratified. 3 In this way, 1,250 households 
were selected. Within each of these households, an effort was made to 
interview one person twenty years old or older The person to be inter- 
viewed was also randomly selected. 

8 That is, a stratified random sample in which the sampling proportion is the same 
within all strata (4) . 
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Interviews were actually conducted with 988 of the 1,250 potential re- 
spondents, for a completion rate of 79 per cent. About half of the persons 
with whom interviews were not conducted refused to be interviewed. Pre- 
liminary probes of the data, and comparisons with census materials indi- 
cate that the obtained 988 interviews can be taken reasonably representa- 
tive of the community under study. Interview losses were greatest among 
the older residents of the community, and in households with no adolescent 
members. Completion rates were quite high among Puerto Ricans and 
residents of low-income public housing. Interviews were conducted en- 
tirely or partly in thirteen languages, 4 thus reducing any bias in the sample 
towards those residents who were more culturally assimilated. 

The measure of social class. Since the topic of this paper deals with the 
impact of involvement in educational matters upon attitudes towards edu- 
cation by social class, let us turn now to a brief discussion of the indices 
of social class and of involvement in education which will be used. 

The notion of social class generally refers to an individual's general 
standing in a hierarchy of positions. Since we can always locate some 
individuals whose general standing in the society is higher or lower than 
others, every society is stratified into social classes. Social class seems 
to have two dimensions: a productive dimension and a consumptive di- 
mension. The former involves the degree to which an individual possesses 
wealth, knowledge, and power. It is most commonly represented by an 
individual's income, education, and occupation. The consumptive di- 
mension of social class involves expressions of a particular style of life, 
and is measured by how a person spends his money, where his children 
are educated, and what values he espouses (1,8,12). The index of social 
class which is employed in this study is a measure of a person's general 
position with respect to the productive aspects of class. It is, therefore, a 
measure of a person's general educational, occupational, and economic 
position. 

In the course of the survey interview, the respondent was asked his 
occupation, how many years of school he had completed, and the total 
family income. Information on the education and occupation of the re- 
spondent's spouse, if any, was also obtained. The measure of social class 
is based upon the education and occupation of the head of the household, 
and the total family income, adjusted for the number of persons living 
on that income. The head of the household was classified into one of 
four occupational groupings : (1) professionals, semi-professionals, man- 
agers, and officials; (2) clerks and salesmen; (3) craftsmen, foremen, and 

4 The languages were: English, Spanish, Yiddish, German, Polish, Italian, Russian, 
Ukrainian, French, Hungarian. Japanese, Chinese, and Greek. 
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self-employed white- and blue-collar workers; and (4) operatives, serv- 
ice workers, laborers, and permanently unemployed persons. The head 
of the household was also classified into one of four educational groups : 
(1) completed some college or more; (2) finished high school; (3) com- 
pleted some high school; and (4) finished grade school or less. Finally, 
the adjusted family income was classified into one of four categories: 
(1) less than the minimum wage of $1.25 per hour; (2) more than the 
minimum wage, but less than the Lower East Side median income; (3) 
more than the Lower East Side median income, but less than the national 
median income; and (4) more than the national median income. These 
classifications were then combined into three groups which roughly cor- 
respond to the lower class, the working class, and the lower-middle class 
and above. On the basis of this index of social class, 44 per cent of the 
residents were classified as lower class, 36 per cent as working class and 
the remainder, 20 per cent, as lower-middle class or above. The typical 
lower-class person in our index has had less than an eighth-grade educa- 
tion, is employed as an unskilled or service worker, and lives in a family 
whose income per person is less than the minimum wage. The typical 
lower-middle-class person, on the other hand, is a professional or semi- 
professional, has had some college education, and lives in a family whose 
income per person is above the national median. The working-class mem- 
ber falls between these two extremes. He is usually a skilled worker, clerk, 
or salesman having at least some high school education, whose family 
income per person is about average for residents of the Lower East Side. 
Measuring Involvement In educational activities. One of the most striking 
things about our educational system is that there are virtually no formal 
channels through which persons without children in the public schools 
can make known their feelings about educational matters. Those without 
children in school are restricted to participation in the educational system 
through budget hearings or ad hoc "citizens for better schools" commit- 
tees. Thus, involvement in educational matters is virtually restricted to 
persons with children in the public schools. For such persons there are 
two ways to become involved in education. One, the most preferred way. 
is through active participation in the local Parent-Teacher Association. 
The second is through informal visits to the school and discussions with 
educational personnel. Persons involved in the first way are likely to 
focus upon problems of the educational system, such as obtaining funds 
to conduct special programs, motivating more participation by parents, 
and attempting to grasp the reasons for certain school procedures and 
problems. Parents who confine their participation to visiting the school 
are much more likely to focus upon the educational problems or success 
of their particular children. It is generally conceded that involvement 
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in education through the Parent-Teacher Association is preferable to in- 
volvement through visiting the schools. By participating hi the meetings 
and activities of the organization, the parent, it is felt, gains a better per- 
spective of the problems of the school, and that he finds himself in a better 
position to make his desires known and acted upon. 

Our measure of involvement attempts to take these matters into ac- 
count by: (1) being restricted to persons with children hi the public 
schools; and (2) by weighing more heavily active participation hi the 
Parent-Teacher Association. Persons who are past or present officers 
of the PTA, therefore, are considered most involved hi educational mat- 
ters. Slightly less involved are those who, although not officers of the 
Association, attend most of its meetings. Persons who are nominal mem- 
bers of the PTA are considered more involved than those who just visit 
the schools, while parents who do not even visit the school are deemed 
to be least involved. Excluded from the index are respondents in house- 
holds where no one is attending school (61 per cent of the sample), and 
respondents in the households where all of the children attend private or 
parochial schools (2 per cent of the sample). The distribution of re- 
spondents according to the five categories of the involvement index is as 
follows: 

Past or present officers of the PTA 4% 

Attend most or all of the meetings of the PTA 7 

Belongs to PTA but attends few meetings 15 

Does not belong to PTA, but visits the school 45 

No contact with the schools 29 

Total number of cases (with children in public schools) 360 

As shown by the above figures, nearly half of the residents of the com- 
munity who become involved in educational matters do so at the lowest 
level visiting the school, presumably to discuss their own children's edu- 
cational progress. Over one-fourth of the persons hi the community to 
whom avenues of participation in educational matters are open fail to 
avail themselves of these opportunities. 

Because of the small number of persons who are highly involved in edu- 
cation, only three divisions of the index will be used. We shall distinguish 
between those who have no contact with the schools, those who visit the 
school but do not belong to the Parent-Teacher Association, and those 
who do belong. 

Attitudes Toward Education and Schools 

In this section, we shall seek to discover whether there are significant 
differences by social class in attitudes toward education and toward 
schools as institutions. Although our foldings generally confirm the re- 
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suits of earlier studies, it will also be shown that the relationship between 
social class and attitudes toward education is more complicated than pre- 
viously assumed. 

The importance of education. There is a great deal of evidence which 
suggests that although education is widely valued in our society, it is not 
equally valued among the several social classes. For example, Hyman 
summarized a national survey in which a sample of youths was asked: 
"About how much schooling do you think most young men need these 
days to get along well in the world?" The results are shown in Table 1. 

Table I. Class differentials in emphasis on the need 

for college education 
(20! males aged 1 4 to 20)" 



Socio-Economic Position 
of Family 


Per Cent Recommending 
a College Education 


Number of 
Respondents 


Wealthy and prosperous 
Middle class 
Lower class 


74 
63 
42 


39 
100 
62 



a Reference 7, p. 432. 

These data, like others that Hyman presents, show that a sizable pro- 
portion of persons at each point in the social structure consider a college 
education desirable. Even in the lowest level of society, the proportion 
who emphasize the need for education is not small. But it is also true that 
there are strong differences from one stratum to another. In general, the 
proportion recommending higher education increases with each upward 
step in the socio-economic hierarchy. 5 

When in our community survey, we asked the same question reported 
by Hyman, the results obtained showed the same general relationship 
between social class and attitudes toward education. Table 2 (A) shows 
the results for all respondents in each class grouping, while (B) shows 
the results for respondents in households where children are attending 
school. In both instances the proportion of respondents saying that a 
young man needs more than a high school education (that is, at least 
some college, or high school graduation plus technical training) increases 
as position in the class hierarchy increases. Thus, although three-fourths 
of the middle-class respondents stated that it was desirable for a young 
man to have more than a high school education, only 59 per cent of the 

6 At least one study in a foreign country (Sweden) indicates that this differential 
evaluation of education is not restricted to the American class structure (3). 
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Table 2. Percentage of respondents in each class who think that a young 

man needs more than a high-school education in order 

to "get along well in the world."* 

(A) 

All Respondents 

Lower Class Working Class Middle Class 



Per cent saying more than 








high-school education 


41% 


59% 


76% 


Number of cases 


(434) 


(354) 


(200) 



(B) 

Respondents with Children in School Only 

Lower Class Working Class Middle Class 



Per cent saying more than 

high-school education 43% 68% 81% 

Number of cases (187) (142) (55) 



a The specific question asked was: "About how much schooling do you tbfrlc most 
young men need these days to get along well in the world?" 

working-class respondents, and 41 per cent of the lower-class respondents 
stated that a young man needs this much education. If just those respond- 
ents from households where children are attending school are compared 
(B), the same relationship is observed, except that the proportion of re- 
spondents saying more than a high school education is larger for each 
class grouping. That is, those respondents with children in the household 
attending school place a higher valuation on education than those in 
households with no children. 

Table 3 shows the proportion of respondents in each class grouping 
who mentioned education when asked what "getting ahead" meant to 
them. Again there is a direct relationship between position in the class 
hierarchy and the importance placed on education. The relationship, 
however, is not especially strong. For all respondents, about one-fourth 
of the middle-class and less than one-fifth of the lower- and working-class 
respondents said that obtaining or providing a good education came to 
mind when talking about getting ahead. If parts (A) and (B) of Table 3 
are compared, the same relationship holds, except that working-class 
respondents are much more like middle-class respondents than lower- 
class respondents. 

Results such as these have often been taken to mean that low-income 
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Table 3* Percentage of respondents In each class who say that "getting 
ahead" means obtaining or providing a good education^ 

(A) 

Total Number of Respondents 



Lower Class Working Class Middle Class 



Per cent saying good 

education 17% 19% 24% 

Number of cases (434) (354) (200) 

(B) 

Respondents with Children in School Only 



Lower Class Working Class Middle Class 



Per cent saying good 

education 19% 26% 25% 

Number of cases (187) (142) (55) 

a The specific question asked was: "When we talk about getting ahead, or rising in 
the world, what sorts of things come to mind? (What does getting ahead mean to 
you?) Anything else?" 

people fail to understand the basic relationship between educational 
achievement and occupational mobility. While this may in part be true, 
such an interpretation may also be oversimplified. In this connection, we 
asked people whether or not they thought that "a good education is essen- 
tial to getting ahead." At least 95 per cent of all respondents in all social 
classes replied in the affirmative. It is true, of course, that questions of 
such a general and abstract order often elicit rather stereotyped responses, 
and this may account for the uniformity of responses to this question by 
social class. On the other hand, there is also the responsibility that other 
forces operate to produce class differences in the importance of education. 
One possibility, of course, is that educational attitudes are influenced 
by the occupational levels which people define as meeting the criterion of 
"getting ahead." The answer to the question of how much education a 
person needs to get ahead in the world may be influenced considerably 
by the respondents definition of an appropriate occupational level. Thus 
low-income people may perceive the relationship between education and 
mobility, but nevertheless give lower estimates of the amount of education 
required to get ahead simply because they are oriented toward corre- 
spondingly lower positions in the social structure than their middle- and 
upper-income counterparts. 
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A partial test of this possibility is available with data from the survey. 
Residents of the Lower East Side were asked: "Suppose some outstanding 
young man asked your advice on what would be one of the best occupa 
tions to aim toward. What one occupation do you think you would advise 
him toward?" Most of the respondents said that they would advise him to 
take up one of the professions or semi-professions. Many of the respond- 
ents, however, did not. They said that they either could not advise the 
young man, or would advise him toward a non-professional career. If 
differences in the occupational level toward which persons are oriented 
account for class differences in the amount of education deemed necessary, 
then there will be no differences between the classes when occupational 
level is controlled. The data are presented in Tables 4 and 5. 

Table 4. Percentage of respondents in each class who think that a young 

man needs more than a high-school education in order to "get along 

well in the world" by level of occupational aspiration.* 

Lower Class Working Class Middle Class 



Professional 
and Semi- 
Professional Other 


Professional 
and Semi- 
Professional Other 


Professional 
and Semi- 
Professional Othei 


Per cent saying more than 
a H. S. education 
Number of cases 


50% 
(248) 


29% 
(186) 


62% 
(243) 


54% 
(HI) 


75% 
(131) 


11% 
(69) 



a The specific question asked to determine level of occupational aspiration was: "Suppose 
some outstanding young man asked your advice on what would be one of the best occupations 
to aim toward. What one occupation do you think you would advise him toward?" 

When members of the three classes are subdivided into those who would 
and those who would not advise the young man to take up a professional 
or semi-professional career, and the responses about how much education 
a young man should have are then examined (Table 4), the differences 
between the classes observed previously still remain. It can be seen, how- 
ever, that respondents' definitions of an appropriate career for a talented 
young man have a much greater impact among lower-class persons than 
working- or middle-class persons. Among lower class respondents who 
would advise a young man to take up a professional or semi-professional 
career, half state that a young man needs more than a high school educa- 
tion to get along well in the world, whereas among those who would not 
advise a young man towards such a career, only about 30 per cent feel 
that more than a high school education is needed. As we move up the 
class ladder, this difference gradually decreases, and, in fact, among mid- 
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die-class respondents, the definition of an appropriate career for a young 
man makes no difference at all. It would seem, therefore, that lower-class 
persons place less of an emphasis upon education for education's sake. 
since their estimates to the amount of education a young man needs are 
most affected by the level of occupational aspiration. 

When occupational aspiration is controlled and the responses of the 
several social classes to questions regarding the meaning of "getting ahead'* 
are compared, the results, as shown in Table 5, are generally similar. 

Table 5. Percentage of respondents in each class who say that "getting 

ahead" means obtaining or providing a good education 

by level of occupational aspiration, 

Lower Class Working Class Middle Class 





Professional 
and Semi- 
Professional Other 


Professional 
and Semi- 
Professional Other 


Professional 
and Semi- 
Professional Other 


Per cent saying good 
education 
Number of Cases 


22% 11% 
(248) (186) 


24% 9% 
(243) (111) 


25% 22% 
(131) (69) 



The impact of the definition of an appropriate career for a talented young 
man is greater in the lower and working classes than in the middle class. 
Members of the middle class who do not feel that the profession or semi- 
professions are an appropriate career for a talented young man are just 
as likely to mention education as a meaning of getting ahead as are those 
who do feel this way. One may conclude from this that middle-class per- 
sons are more likely than lower- and working-class persons to think of 
education as good in and of itself, regardless of the occupation they have 
in mind when advising a young person about careers. 

Yet, the matter is not this simple, for adding to the complications of the 
picture of the relationship between class attitudes towards education are 
perceptions of the place of education in a person's conception of "the 
good life." One question asked was "What kind of things come to mind 
when you think of a good life for (the children in this household?") The 
results are shown in Tables 6 and 7. Both of these tables the first for 
boys and the second for girls show the percentage of respondents in each 
class grouping who mentioned education as an aspect of a "good life" for 
the children in the household. Both tables foil to show that the importance 
placed on education increases as position in the class hierarchy increases. 
If anything, each shows that the working-class respondents are slightly 
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more likely to mention education than are their middle- and lower-class 
counterparts. This is especially true for respondents in households where 
children are attending school. 

The results of Tables 6 and 7, which indicate that education is slightly 
more salient for working-class parents, are difficult to interpret. One possi- 
bility is that education is more problematic for working-class parents than 
for either lower- or middle-class parents. It has already been shown that 
members of all classes perceive the connection between education and 
social mobility. Tables 6 and 7 may reflect reality considerations. Middle- 
class parents with a more secure economic position probably are less con- 
cerned about providing adequate education for their children, take such 
education for granted, and hence are less likely to report it when thinking 
of a good life for their children. Lower-class parents, on the other hand, 
probably perceive education as a bit beyond their financial capacity and 
react by de-emphasizing education when thinking of a good life for their 
children. For working-class parents, however, an adequate education is 
neither assured nor beyond the realm of possibility. This would make edu- 
cation more problematic for working-class parents, and heighten its sali- 
ency. Bolstering this would be the tendency of middle-class parents to 
perceive education as an end in and of itself, and the tendency of lower- 
class persons to perceive it as a means toward an end. Both may operate 
to reduce the saliency of education as an element of parents* conception of 
a good life for their children. In comparisons of class conceptions of a 

Table 6. Percentage of respondents in each class who say that education 
comes to mind when they think of a good life for the boys in the household.* 

All Respondents 



Lower Class Working Class Middle Class 



Per cent mentioning education 56% 62% 57% 

Number of cases (208) (155) (60) 

(B) 

Respondents with Children in School Only 



Lower Class Working Class Middle Class 



Per cent mentioning education 59% 67% 59% 

Number of cases (157) (123) (41) 

a The specific question asked was: "Most people would like to see children have 
a good life. Could you tell me what comes to mind when you think of a good life for 
(name boys in house) ? Anything else?" 
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Table 7. Percentage of respondents In each class who say that education 
comes to mind when they think of a good life for the girls in the household. 

(A) 

All Respondents 



Lower Class 


Working Class 


Middle Class 


Per cent mentioning education 56% 
Number of cases (196) 


61% 
(134) 


62% 
(53) 



(B) 

Respondents with Children in School Only 

Lower Class Working Class Middle Class 



Per cent mentioning education 56% 65% 59% 

Number of cases (148) (105) (37) 

a The specific question asked was: "Most people would like to see children have a 
good life. Could you tell me what comes to mind when you think of a good life for 
(name girls in house) ? Anything else?" 

good life for children, therefore, education would be more salient for 
working-class parents. 

The school as an institution. Residents' evaluations of the local public 
schools undoubtedly have a profound affect on the ability of the school to 
mobilize public support for its programs. School authorities often com- 
plain of public apathy toward school problems and the difficulty of gener- 
ating support for new ventures in education. At the same time, it has been 
charged that the schools are in, but not of the community that, especially 
in low-income areas, school authorities are uninterested in, if not antago- 
nistic towards, the local residents and their offspring. The school, it is 
said, fails to adapt its educational techniques and routines to the values 
and learning habits of the population it serves. This, in turn, is supposed 
to create a barrier between the school and its community, resulting in mu- 
tual misunderstanding and hostility. For these reasons, and because the 
school is deemed a middle-class institution (5, 11), our expectation was 
that lower-class residents would evaluate the schools more negatively than 
middle-class residents. Yet, as Tables 8 through 12 show, the reverse 
turned out to be true in the community which we studied. 

The data presented in Table 8 were constructed from respondents* 
selections of community problems from a list of five. 6 In general, schools 

6 The five problems were: the transportation, the public schools, the city police 
protection, the way teenagers behave around here, and the way certain racial groups 
behave. 
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Table 8. Percentage of respondents in each class who consider the public 
schools to be the first or second biggest problem in the community. a 

(A) 

All Respondents 



Lower Class Working Class Middle Class 



Per cent mentioning school 


first or second 


13% 


15% 


25% 


Number of cases 


(434) 


(354) 


(200) 



(B) 

Respondents with Children in School Only 

Lower Class Working Class Middle Class 



Per cent mentioning school 

first or second 19% 22% 31% 

Number of cases (187) (142) (55) 

a The specific question asked was: "Here is a list of problems that some communi- 
ties have. What in your opinion is the biggest problem around here? What is the 
next biggest problem around here? 

were not considered much of a problem, ranking fourth in the list of five. 
It can be seen from Table 8 that designation of the public schools as the 
first or second biggest problem in the area increases with position in the 
class hierachy. Although about one-fourth of the middle-class respond- 
ents selected it as the number one or two problem of the community, only 
about one-half that proportion of the working and lower-class respondents 
did so. The same relationship exists when only respondents in house- 
holds with school children are compared. It should be noted, however, 
that the proportion of such residents in each social class designating the 
schools as one of the major problems of the community is higher than for 
residents without children hi the public schools. 

Table 9 presents data on residents' evaluation of the job being done by 
the public schools. As hi the previous table, middle-class residents are 
more negative. For all respondents, about one-fifth of the middle-class 
respondents compared to nearly two-fifths of the lower- and working-class 
respondents feel that the schools are doing an "excellent" or a "good" job. 
When respondents in households with children actually in school are com- 
pared, the negative relationship between class position and positive evalua- 
tion of the schools increases. About half of the lower- and working-class 
respondents give a positive evaluation, while only three out of every ten 
middle-class respondents do so. 
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Table 9. Percentage of respondents in each class who think that the 
public schools are doing an "excellent" or a "good" job. a 

(A) 

All Respondents 



Lower Class Working Class Middle Class 



Per cent saying excellent 








or good 


37% 


37% 


21% 


Number of cases 


(434) 


(354) 


(200) 



(B) 
Respondents with Children in School Only 

Lower Class Working Class Middle Class 



Per cent saying excellent 

or good 50% 45% 31% 

Number of cases (187) (142) (55) 

a The specific question asked was: "In general, do you feel the public schools 
around here are doing an excellent, good, fair, poor, or very poor job?" 

In Table 10, it is possible to discern a possible reason for class dif- 
ferences in evaluation of the schools. When evaluating the schools, 
middle-class respondents are more likely to think of conditions in the 
schools: overcrowding, rundown buildings, and the like. Lower-class 
residents, on the other hand, are more likely to think of the teachers when 
evaluating the public schools. Members of the working-class stand be- 
tween these two groups, stressing conditions in the school more than 
teachers, but not to the same degree as do members of the middle-class 
These general tendencies also exist when comparisons are made just for 
respondents in households with children in school. 

Tables 11 and 12 are drawn from a battery of agree-disagree items. 
The results of Table 1 1 conform to those of previous tables. Middle-class 
respondents evaluate teachers more negatively than do lower- and work- 
ing-class respondents. Whereas almost three out of ten middle-class re- 
spondents disagree that teachers are really interested in their pupils, less 
than two out of ten lower-class respondents feel this way. When respond- 
ents from households with children actually in school are compared, this 
relationship becomes even stronger. In addition, it should be noted that 
negative appraisal of teachers' interest is slightly higher for all class groups. 

Table 12 is the only table that fails to conform to the general pattern. 
The item involved in this table is also the only one which contains an ex- 
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Table 10. Criteria for the evaluation of the public schools by class. a 

(A) 

All Respondents 





Lower Class 


Working Class 


Middle Class 


Per cent stressing: 








conditions 


27% 


32% 


40% 


teachers 


27 


21 


19 


discipline 


16 


23 


20 


learning 


21 


19 


16 


other 


9 


5 


5 


Number of responses 


(409) 


(354) 


(197) 




(B) 






Respondents with Children in School Only 




Lower Class 


Working Class 


Middle Class 


Per cent stressing: 








conditions 


26% 


32% 


41% 


teachers 


28 


23 


13 


discipline 


14 


20 


23 


learning 


22 


21 


17 


other 


10 


4 


6 


Number of responses 


(256) 


(183) 


(64) 



a The specific question asked following the respondents rating of the job being 
done by the public schools was: "Why do you say that?" 

Table 1 1 . Percentage of respondents in each class disagreeing that 
"the teachers here are really interested in the Iclds." 

(A) 

All Respondents 



Lower Class Working Class Middle Class 



Per cent disagreeing 19% 25% 28% 

Number of cases (434) (354) (200) 

(B) 
Respondents with Children in School Only 



Lower Class Working Class Middle Class 



Per cent disagreeing 22% 27% 35% 

Number of cases (187) (142) (55) 
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Table 1 2. Percentage of respondents In each class agreeing that "the 
schools don't pay much attention to kids who come from poor families." 

(A) 

All Respondents 



Lower Class Working Class Middle Class 



Per cent agreeing 31% 19% 18% 

Number of cases (434) (354) (200) 

(B) 

Respondents with Children in School Only 



Lower Class Working Class Middle Class 



Per cent agreeing 34% 16% 18% 

Number of cases (187) (142) (55) 



plicit reference to economic position. Lower-class respondents are more 
likely than those from the middle-class and the working-class to feel that 
the schools do not pay enough attention to kids from poor families. Nearly 
one out of every three lower-class respondents gives this response, com- 
pared to less than one in five of the middle- and lower-class respondents. 
The relationship holds when respondents in households with children in 
school are examined separately. Thus, when the school's attitude towards 
pupils from the lowest economic stratum is explicitly asked about, re- 
spondents in that class are more negative than those in the classes above 
them. 

In general, then, middle-class respondents have the more negative 
opinion of the public schools. They are more likey to consider the public 
schools one of the major problems of the community, are less likely to feel 
that it is doing a good job, and are more likely to disagree with the assertion 
that the teachers are really interested in their students. Only when the re- 
action of the schools towards pupils from the lowest economic stratum is 
mentioned, do middle-class respondents exhibit a less negative attitude 
than persons at the bottom of the class ladder. 7 

It is not yet clear what these findings mean. Several interpretations are 

7 It is worthwhile pointing out that a negative attitude towards the schools is not 
automatically a cause for despair. It is not at all uncommon for positive conse- 
quences to flow from negative attitudes. It seems certain, in fact, that if improve- 
ments in school plant and curricula are to be effectuated, there must be discontent 
and negativism to provide the motivation for such change. 
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possible. It may be that lower-class respondents, faced with the certainty 
of sending their children to public school, develop a more positive attitude 
towards the schools as a means of feeling better about what has to be done. 
Middle-class persons, with the alternative of sending their children to 
private schools, can afford to be more negative about the state of the 
schools. A second interpretation is that the middle-class person imagines 
the school unable to cope with a discipline problem presented by lower- 
class pupils and concludes that public education cannot be very good. 
Finally, it is possible that members of the middle-class have higher ex- 
pectations of what the schools are supposed to accomplish, thus making 
their evaluation of the performance of the school more negative than that 
of members of the working and lower classes. 

Spurious relationships. The persons who occupy the various strata of the 
class hierarchy differ in many ways other than those used to define class 
position. Puerto Ricans, Negroes, the foreign-born, and short-term resi- 
dents in the community are more likely to be in the lowest stratum. Cor- 
relatively, Jews and other whites, those who were born in the United States, 
and long-term residents of the community are more likely to be in the 
upper strata. It may be that these characteristics, rather than class posi- 
tion, produced the results just presented. In addition, the results may be 
solely a product of the amount of schooling a respondent has had, rather 
than his general class standing. The findings relating to class reported 
above were, therefore, examined for various racial, religious, and immi- 
grant groupings. They were also examined for persons with varying 
amounts of education, and years of residence in the community. Although 
the class trends were more pronounced in some groups than in others, the 
findings, with one exception, appear to be a consequence of class position. 
The single exception is the relationship between class position and ap- 
praisal of teachers' interest in their pupils (Table 11). This was found 
to be a consequence of amount of education alone. The more years of 
school a respondent had completed, the more likely he was to disagree 
with the assertion that teachers were really interested in their pupils. Thus, 
in the exploration of the impact of involvement in educational matters 
upon class attitudes towards education, which follows, this item will not 
be examined. 

The Impact of Educational Involvement 

We turn now to the question of whether involvement in educational 
activities influences attitudes toward education generally and toward the 
school particularly. As noted earlier, our measure of involvement yields 
three general categories of people, those with children in the school who: 
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(1) have no other contact with the school, or (2) visit the school, or (3) 
participate in Parent-Teacher Association activities. 

In the pages which follow, we shall be discussing the changes in atti- 
tudes towards education and evaluation of the public schools which are 
brought about as a result of participation in PTA activities or contact with 
school personnel. It is quite possible that rather than attitude changes 
being the result of participation that attitudes determine participation. What 
is even more probable is that attitudes and participation are mutually in- 
terwined, that each is both a cause and effect of the other. We have 
chosen, for the present, to ignore the possibility of mutual effects, and 
the possibility that the relationships run directly opposite to the way we 
will discuss them, because our preliminary examination of the data indi- 
cates that attitudes towards education and the schools are greatly affected 
by the presence of children in the household, and whether or not those 
children are in school. Comparisons between parts (A) and (B) of Tables 
2, 3, and 6 through 12 indicate that the attitudes of respondents with chil- 
dren in school are quite different from those without children in school. 
As will be subsequently shown, the direction of these differences are the 
same as differences between respondents participating in the educational 
system and those not. This, however, is minimal evidence for taking the 
position that we have. It is expected that subsequent analyses of our data 
will permit a precise detailing of cause and effect relationships, thus high- 
lighting the mutual effects, if any, between attitudes towards education 
and participation in educational matters. 

The importance of education. Generally speaking, our data show that 
the value of education is heightened for parents who visit the school or 
who participate in Parent-Teacher Associations. Furthermore, the im- 
pact of involvement in the school upon definitions of the importance of 
education tends to be greater in the lower and working-classes than in the 
middle-class. These findings may be demonstrated by examining Tables 
13 through 18. 

One question asked was: "How much education do you think that a 
young man needs to get along well in the world?" As noted earlier, the 
responses to this question show a direct relationship to class; the higher 
the social class, the more likely that the respondent would indicate that 
more than a high school education was necessary. 

The critical point to be made about Table 13, however, is that partici- 
pation in educational activities through visits or membership in Parent- 
Teacher Association affects estimates of the importance of education in 
the various social classes differently. The greatest impact is shown to be 
upon the working-class group: 63 per cent of the working-class persons 
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Table 13. Percentage of respondents in each class who think that a young 

man needs more than a high-school education In order to "get along well in 

the world" by extent of Involvement in education. 

Lower Class Working Class Middle Class 



NO* VO FPc NC VO FP NC VO FP 

Per cent saying more than 

high-school education 43% 43% 46% 63% 69% 78% 76% 78% 87% 

Number of cases (63) (86) (28) (33) (53) (45) (8) (22) (22) 

a "No contact." 

b "Visits only." 

c "Formal participation." 

These abbreviations are used throughout the remaining tables. 

who have no contact with the school feel that more than a high school 
education is essential; 69 per cent of those who report having visited the 
school in the past year give this response; and 78 per cent who report 
participating in parent associations are so minded. With respect to this 
one measure, however, the lower-class shows the least change in defini- 
tions of the importance of education as a result of participation. But, as 
we shall presently see, on all other measures of the importance of educa- 
tion which we used, the impact of education turns out to be greatest for 
the lower class. 

Elsewhere in our interview we asked respondents to define what "get- 
ting ahead" meant to them. Although persons in the lower class were 
least likely to mention getting an education (Table 14), they were the 
most likely to be influenced in this respect by participation: 16 per cent 
of the lower-class persons who had no contact with the school mentioned 
getting an education, but 25 per cent of those connected to PTA's gave 
this answer. The impact of participation upon working-class persons is 
almost as great as in the lower class. In the middle class, however, par- 
ticipation appears to have no appreciable influence. 

Table 14. Percentage of respondents fn each class who say that "getting 

ahead 11 means obtaining or providing a good education by extent of 

involvement in education. 

Lower Class Working Class Middle Class 



NC VO FP NC VO FP NC VO FP 

Per cent saying education 16% 22% 25% 21% 26% 29% 25% 27% 23% 
Number of cases (63) (86) (28) (33) (53) (45) (8) (22) (22) 
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Table 15. Percentage of respondents in each class who say that education 

comes to mind when they think of a good life for boys and for girls in the 

household by extent of involvement in education. 



Lower Class 


Working Class 


Middle Class 




NC 


VO 


FP 


NC 


VO 


FP 


NC 


VO 


FP 


Boys: 




















Per cent of 




















education 


54% 


61% 


76% 


69% 


64% 


65% 


50% 


53% 


65% 


Number of cases 


(54) 


(74) 


(21) 


(29) 


(47) 


(37) 


(4) 


(17) 


(17) 


Girls: 




















Per cent of 




















education 


47% 


56% 


78% 


70% 


64% 


61% 


83% 


40% 


71% 


Number of cases 


(47) 


(70) 


(23) 


(23) 


(39) 


(36) 


(6) 


(15) 


(14) 



The extent to which people name education as an element in "What 
comes to mind when you think of a good life for your children?" also 
provides a way of measuring the impact of educational involvement upon 
attitudes toward education (Table 15). The attitudes of people in the 
lower class are especially influenced by educational participation: among 
those who are involved in formal educational activities, three out of four 
suggest that the good life for both boys and girls is equated with getting 
an education; however, only half of those who have no contact with the 
school give this response. The middle class also shows an increasing tend- 
ency to equate education with the good life as the degree of participation 
increases (although there is an exception in one cell, it should be noted 
that the number of cases is very small) . In the working-class group, how- 
ever, there is a slight and inexplicable tendency for participation to lessen 
the emphasis on education. 

The school as an institution. Evaluations and appraisals of the school as 
an institution were also influenced by involvement in school activities. 
Generally, the greater the exposure to the school and its personnel, the 
less favorable the views tended to become. 

Table 16 shows, for example, that with greater exposure to the school 
there is a definite tendency for more respondents to define the public 
schools as the first or second biggest problem in the community. It should 
also be noted that the influence of exposure upon appraisals is greatest 
in the middle class, where the percentage difference between low and high 
participators is 28 per cent; the difference in the working class is 12 per 
cent, and in the lower class only 10 per cent. At the same moment, how- 
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Table 16. Percentage of respondents In each class who consider the public 

schools to be the first or second biggest problem in the community by extent 

of involvement in education. 

Lower Class Working Class Middle Class 



NC VO FP NC VO FP NC VO FP 

Per cent of schools 19% 18% 29% 15% 23% 27% 13% 32% 41% 

Number of cases (63) (86) (28) (33) (53) (45) (8) (22) (22) 



ever, the proportion of people who appraise the school as a major prob- 
lem in the community never exceeds 41 per cent (middle-class high par- 
ticipators). Even with greater exposure to the schools, most people con- 
tinue to feel that other problems in the community are of greater impor- 
tance. 

With respect to whether people think that the schools are doing a good 
or poor job, exposure has little impact or negative impact (Table 17). 
In the working class there is a tendency for more negative appraisals to 
result from exposure; in the lower and middle classes, appraisals remain 
relatively constant whatever the degree of participation. 

These results would tend to suggest that school administrators must 
be prepared to deal with more negative attitudes toward the school if 
greater efforts are made to involve people in school activities. Such in- 
volvement, as we noted earlier, is functional for attitudes toward the im- 
portance of education generally; but as attitudes toward education im- 
prove the school as an institution is more likely to come under attack. 
Skillfully managed, however, these negative attitudes can become a source 
of pressure for better educational facilities and programs. 

In Table 18, we find some reason to qualify our earlier remarks about 

Table 1 7. Percentage of respondents In each class who thinlc that the public 
schools are doing an "excellent" or "good" job by extent of involvement 

in education. 
Lower Class Working Class Middle Class 



NC VO FP NC VO FP NC VO FP 



54% 48% 54% 57% 41% 42% 38% 23% 41% 
Number of cases (63) (86) (28) (33) (53) (45) (8) (22) (22) 
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Table 18. Criteria for evaluation of public schools by class and extent of 
involvement in education. 

Lower Class Working Class Middle Class 



NC VO FP NC VO FP NC VO FP 

Per cent stressing: 

conditions 18% 31% 27% 19% 32% 42% 42% 44% 40% 

teachers 25 31 24 22 19 27 8 19 10 

discipline 14 12 16 27 22 13 25 22 20 

learning 24 22 24 27 26 12 17 11 15 

other 19 48 517 845 

Number of responses (93) (117) (37) (37) (74) (60) (12) (27) (20) 

the positive impact of participation in educational activities toward the 
school. If we look at changes in the aspects of the school as an institution 
to which people refer when making appraisals, it turns out that the lower 
and working classes shift in the direction of exhibiting greater concern 
about facilities. The tendency to evaluate the school from the standpoint 
of the adequacy of its facilities as distinct from such other characteris- 
tics as the quality of its teachers is, as noted earlier, more typical of 
middle-class people than of those in either the lower or the working class. 
Participation in educational activities, however, appears to produce sig- 
nificent changes. As a result of formal participation, the working-class 
respondent refers to conditions as much as his middle class counterpart, 
and the lower-class participant shows a smaller but neverthesess dramatic 
shift in the same direction. This change could be produced by a number 
of factors. Sheer exposure to schools through visits and the like may 
make the respondent more aware than previously of the state of school 
facilities. Another possibility is that Parent-Teacher Associations are 
dominated by a concern with physical plant because they are controlled 
by middle-class persons who express this concern more than others in 
the class structure. Through association with middle-class PTA members, 
the lower- and working-class persons may thus be made more aware of 
physical plant and may identify with middle-class definitions of it. 

This particular effect of participation would not otherwise cause con- 
cern except that in the working class it is accompanied by a sharp decline 
in emphasis upon matters such as discipline and learning. The effect, in 
short, may be one of heightening concern about education in the sense 
of focusing attention upon physical plant at the expense of interest in 
matters of program and curriculum. In the lower and working classes, 
this would not appear to be a desirable consequence, all of which sug- 
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gests that the content of educational involvement is as important as the 
fact of involvement itself. 8 

In conclusion, two general findings however tentative emerge from 
this research. The first is Jhat^evaluations of the importance of education 
in the lower and working classes appear fo "be Influenced By occupational 
aspirations. The point is not, as has been so often suggested, that low 
income people fail to perceive the importance of education as a channel 
of mobility, but rather that their level of occupational aspiration influ- 
ences their evaluation of education much more than is characteristic of 
the middle-class person. From a programmatic standpoint, this suggests 
that public information programs designed to acquaint low income people 
with the rapid changes taking place in our occupational structure, espe- 
cially the restricted number of unskilled and semi-skilled positions, may 
have the effect of heightening occupational aspirations and thus the im- 
portance of education. 

Second^uiid^^uggesUhat participation in educational activities does 
influence evaluations jDf th^importahc^~of^du^ toward 

th,e school as an jnstitutioi^ The tendency of participation to heighten 
the emphasis on education is especially pronounced in the lower class. 
This suggests that efforts to involve lower-class people in educational mat- 
ters are quite likely to be rewarded by increased interest in the academic 

8 It will be recalled that in Table XII lower class people were most likely to feel 
that the schools "do not pay much attention to kids from poor families." The impact 
that involvement in education has upon this attitude is difficult to interpret. It is 
clear from the table presented below that involvement in education tends to produce 
a more negative attitude among middle class persons, a less negative one among 
lower class persons, and apparently has no impact among working class persons. As 
yet, we do not know what to make of this result. A tentative interpretation is that 
middle and lower class persons are tending toward a more realistic assessment. 
Upon becoming involved, middle class persons discover that the children of poorer 
families are not as well treated as had been initially supposed, while lower class per- 
sons who become involved discover that children of poorer families are treated better 
than had been supposed. Essentially, however, the results of this table remain 
puzzling to us, and call for further analysis. 

Percentages of Respondents in each Class Agreeing that "The Schools Don't Pay 
Much Attention to Kids Who Come from Poor Families" by Extent of Involvement 
in Education 





Lower Class 


Working Class 


Middle Class 


NC VO FP 


NC VO FP 


NC VO FP 


Per cent agreeing 
Number of cases 


41% 31% 32% 
(63) (86) (28) 


18% 13% 18% 
(33) (53) (45) 


14% 27% 
(8) (22) (22) 
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achievement of their children. Participation also tends to result in more 
critical attitudes toward the school as an institution. These generally 
more negative attitudes, we noted, can be employed by school administra- 
tors as a basis for bringing about needed improvements in school facilities 
and programs. 
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Social Stratification 
and Academic 
Achievement 



Free public education in the United States has had, and continues to 
have, the manifest function of widening opportunities for individual 
achievement regardless of adventitious circumstances of birth and origin. 1 
While the perceived purposes for schooling have varied from personal 
salvation to the enhancement of monetary reward or social position the 
democratization of opportunity has remained a continuing rationale for 
publicly supported schools. "Education, then, beyond all other devices 
of human origin," is to be "the great equalizer of the conditions of men 
the balance-wheel of the social machinery" (7) . 

A continuously accumulating body of research over the past few de- 
cades has made it clear, however, that the utilization of educational op- 
portunities follows, to a large degree, the lines of the stratification system 
of the society. The largest portion of this past research has been devoted 
to documenting the association between a youth's plans for or entrance 
into college and his father's social class or status. It has been shown that 
students* academic achievements, and the division of students into sec- 
tions, curricula, or streams within schools reflect the status distinctions of 
the community. In large city school systems the allocation of students to 
specialized high schools "academic," "general," or "technical" like- 
wise reflects, in considerable measure, the socio-economic status of their 
parents. 

In recent years, attention has increasingly turned to the investigation of 
mechanisms sustaining the intergenerational inheritance of position within 
an educational system which emphasizes reward for individual achieve- 
ment. Some of the more salient modes of transmission which have been 
noted are differences hi the willingness and ability of parents to bear the 
costs of continued education or forego the potential earnings of their son, 

1 The data which are discussed in this paper were originally collected pursuant to a 
contract with the United States Office of Education, Department of Health, Educa- 
tion, and Welfare. 
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regional differences in the occupational relevance and in the quality of 
available education, variations in knowledge of mobility skills, differences 
in familial socialization of their children's aspirations, their "need to 
achieve," their willingness to defer immediate gratifications, and variations 
in acquired linguistic and conceptual skills. 

Gross differences between the educational achievements of students in 
different geographical regions, and in different schools in effectively segre- 
gated metropolitan areas, are popularly, and to a considerable degree 
properly, attributed to such differences in familial and sub-cultural back- 
grounds. However, schools with differing social compositions develop 
distinctive traditions and norms which perpetuate and sharpen the initial 
differences between their students. While the ethos of a school depends in 
part upon the dominant social character of its clientele, the school in turn 
is a socializing agent shaping the behavior and sentiments of the students. 
T. H. Marshall, for example, questioning the validity of the selective ex- 
aminations for English grammar schools asks: "On the other hand may 
not a school have an assimilating influence and mould its members into a 
more homogeneous group than they were to start with, thus, producing in 
reality the category of children which until then existed only in the 
imagination of the selectors?" (8). 

Some evidence supporting the contention that the attitudes of students 
within a school are laterally diffused among peers was reported in a study 
of the educational plans of students in several high schools in the San 
Francisco-Oakland Bay area (14). The proportion of students from 
roughly comparable family backgrounds who aspired to go to college was 
found to tend toward the mode of the school in which they were enrolled. 
For example, while 93 per cent of the sons of professionals in predomi- 
nantly upper white-collar schools said they wanted to go to college, only 
64 per cent of their compeers who were enrolled in schools where the 
majority of students were children of manual workers had comparable 
aspirations. Conversely, while only one-third of the sons of manual 
workers in these latter schools hoped to go to college, almost three-fifths 
of the manual workers' sons who attended the largely white-collar schools 
wanted to enter college. 

In the study to be reported here, effects of social stratification and the 
homogenizing effect of segregation upon the academic achievement of ele- 
mentary school children will be analyzed. Some of the social mechanisms 
within schools mediating these effects will be explored. In addition to the 
lateral diffusion of sentiments among peers, the normalization of differ- 
ing standards by teachers is hypothesized as a contributory factor. 
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Sample 

The data to be discussed derive from a study of high-sixth-grade stu- 
dents in Berkeley, California. While this is a limited, and in some ways 
distinctive, sample, the broad patterns which emerge are congruent with 
national data, and many of the details are supported by findings from 
other studies. The distinctiveness of Berkeley makes it particularly apt 
for this study. The presence of the University of California results in an 
unusually high proportion of professional persons in the community who 
send their children to the public schools, while at the same time Berkeley 
has a very high proportion of Negro working-class residents. 

The fourteen elementary schools in the unified school district can be 
divided into three clearly distinct strata following the lines of residen- 
tial segregation in the community. In the schools in the Berkeley Hills, 
surrounding the university, the fathers of some three-fifths of the students 
are professionals or executives. Very few manual workers are to be found 
in the Hills. In the "Flats," on the other hand, where most of the Negro 
population of Berkeley is concentrated, the proportions are reversed. 
About four-fifths of the students in the Flats come from working-class 
homes. Between these extremes (both geographically and in terms of 
social composition) is a group of schools which are more heterogeneous 
dubbed the "Foothills." Details of the occupational, educational, and 
racial distributions in the three school strata are presented in Table 1, on 
page 220. 

Inasmuch as education, occupation, and race are highly intercorrelated, 
the several variables presented in Table 1 show a similar pattern of segre- 
gation the Hills being composed predominantly of white, college edu- 
cated professionals, executives, and other white-collar employees and the 
Flats heavily populated by Negro manual workers with less than a college 
education. 2 

Academic Achievement by School Strata 

Several evidences of achievement were gathered during the course of 
this survey. Among them were reading and arithmetic scores from tests 
which had been administered that year by the schools ( 10, 1 1 ) , IQ scores 
from tests administered the year before when these students were in the 
fifth grade (9), the level of the reader to which they were assigned by 

2 Data on fathers* occupations were confirmed by school records and also by a 
questionnaire sent to parents which received an 87 per cent response. The informa- 
tion on parents' educations, however, derives solely from students' responses. 
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Table I. Percentage distributions of selected "background" variables of 
high-sixth-grade students in Berkeley, by school strata. 

School Strata 



Variable Category 


Hills 


Foothills 


Flats 


Total 


Father's occupation 










Professional 


45% 


13% 


1% 


21% 


Executive 


15 


3 





6 


Merchant 


12 


6 


2 


7 


White-collar 


20 


23 


12 


18 


Skilled manual 


4 


27 


26 


18 


Semi-skilled and unskilled 










manual 





18 


40 


18 


Not available 


4 


11 


19 


11 


Father's education 










16 years and over 


74% 


28% 


19% 


42% 


13 to 15 years 


9 


13 


10 


10 


12 years 


10 


24 


21 


18 


9 to 11 years 


1 


7 


12 


6 


8 years 





3 


3 


2 


to 7 years 





3 


6 


3 


Not available 


7 


23 


28 


18 


Mother's education 










16 years and over 


65% 


27% 


23% 


40% 


13 to 15 years 


15 


14 


9 


13 


12 years 


12 


33 


28 


23 


9 to 11 years 


2 


7 


9 


6 


8 years 





3 


3 


1 


to 7 years 





3 


7 


3 


Not available 


6 


13 


20 


13 


Race 










White 


97% 


71% 


22% 


65% 


Oriental 


3 


12 


10 


8 


Negro 


1 


14 


62 


24 


Not available 





3 


6 


3 



317 



236 



263 



816 
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their teachers, and marks assigned by their teachers in several subject 
areas. 3 

Inspecting these indices of achievement in the three school strata (see 
Table 2) it is evident that the students in the Hills are far superior, on the 
average, to those in the Foothills, and the students in the Foothills, in turn 
are superior in achievement to those in the Flats. Virtually all of the stu- 
dents in the Hills, for example, were reading at grade level in a high- 
Table 2. Mean test scores, percentages reading at grade level, and per- 
centages receiving A or B marks in reading and arithmetic, 
by sex and school strata. 

Boys Girls 

Variable Hills Foothills Flats Hills Foothills Flats 



Reading test 


106 


92 


73 


105 


96 


82 




(148) 


(121) 


(118) 


(167) 


(108) 


(128) 


Arithmetic test 


83 


67 


54 


79 


71 


60 




(146) 


(117) 


(114) 


(163) 


(95) 


(119) 


IQ test 


126 


112 


101 


123 


115 


103 




(130) 


(104) 


(93) 


(145) 


(89) 


(98) 


Per cent reading 


97% 


50% 


40% 


98% 


69% 


62% 


at grade level 


(150) 


(125) 


(121) 


(167) 


(106) 


(127) 


Per cent receiving 


61% 


41% 


21% 


63% 


60% 


35% 


A or B in reading 


(150) 


(126) 


(129) 


(167) 


(110) 


(134) 


Per cent receiving 


56% 


50% 


19% 


51% 


65% 


34% 


A or B in arithmetic 


(150) 


(126) 


(129) 


(167) 


(110) 


(134) 



sixth-grade text or some additional enrichment text at the time of the 
survey in April. But only half of the boys in the Foothills, and two-fifths 
of those in the Flats were at grade level. A similar pattern of achievement 
exists for the girls the only exception to the rank order being the fact 
that the teachers in the Hills only indicated one-half of the girls as warrant- 
ing A or B grades as contrasted with 65 per cent in the Foothills. This 
exception does not reflect the actual achievement of these girls, however, 
but rather the more stringent standards and expectations of the teachers in 
the Hills. (The diverging norms of the teachers, of which we have our 
first indication here, will be shown much more strikingly later in the 
analysis.) 

8 While teachers do not assign formal grades in the Berkeley elementary schools, 
they were asked, for the purpose of this survey, to check those students in then- 
classes to whom they would assign A or B grades were they called upon to assign 
traditional letter grades. 
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Before leaving our consideration of Table 2, we should note another 
facet of the relationships. Educators are well aware of the fact that girls, 
in general, achieve more highly than boys in school. While this is clearly 
true in the schools of the Berkeley Foothills and Flats, it is not true in 
in the Hills schools. What slight differences there are between boys and 
girls in the Hills schools more often favor the boys than the girls. This, 
too, foreshadows a specification which will emerge more sharply with 
further analysis. The superiority of the girls to the boys in academic per- 
formance is particularly pronounced among the most underprivileged 
groups. 

The main differences in academic achievement are due, at least to a large 
extent as was initially suggested, to the differences in the backgrounds of 
the children assigned to the three strata. Since most of the students in the 
Hills come from professional home backgrounds, while in the Flats stu- 
dents come from working-class homes, we might anticipate that the aver- 

Table 3. Indices of academic achievement of high-sixth-grade boys, 
by fathers' occupations. 

Achievement Variables a 



Father's Occupation 


(1) 


(2) 


(3) 


(4) 


(5) 


(6) 


Executive 


106 


81 


125 


73% 


65% 


92% 




(25) 


(25) 


(23) 


(26) 


(26) 


(26) 


Professional 


105 


82 


126 


67 


56 


91 




(92) 


(88) 


(74) 


(93) 


(93) 


(93) 


Merchant: self-employed 


105 


83 


125 


63 


67 


90 




(29) 


(29) 


(26) 


(30) 


(30) 


(30) 


Upper white-collar 


101 


79 


122 


54 


46 


84 




(37) 


(34) 


(32) 


(37) 


(37) 


(37) 


Lower white-collar 


84 


63 


107 


32 


29 


65 




(29) 


(29) 


(27) 


(31) 


(31) 


(31) 


Artisan: self-employed 


88 


66 


114 


39 


61 


39 




(17) 


(18) 


(16) 


(18) 


(18) 


(18) 


Skilled manual 


84 


59 


103 


27 


31 


42 




(43) 


(42) 


(35) 


(48) 


(48) 


(45) 


Semi-skilled and unskilled 


75 


55 


101 


11 


20 


33 


manual 


(70) 


(66) 


(55) 


(75) 


(75) 


(72) 



a The achievement variables are as follows: (1) mean California Reading 
Achievement Test scores; (2) mean California Arithmetic Achievement Test scores; 
(3) mean California Mental Maturity Test (IQ) scores; (4) percentages assigned 
A or B grades in reading; (5) percentages assigned A or B grades in arithmetic; 
(6) percentages reading at grade level. 
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age differences between strata would be "explained" by these occupa- 
tional differences. 

The achievement of the boys from different occupational groups il- 
lustrates an association which has been often reported in the literature 
the children of professionals and executives doing far better in their 
school work than working-class children. Over 90 per cent of the sons 
of professionals and executives are reading at grade level, whereas only 
a third of the sons of semi-skilled and unskilled manual workers are at 
grade level, as shown in Table 3. 

The initial question arises, then, as to whether there are differences in 
the achievement of children from comparable occupational strata who 
are attending different schools. This question is examined in Table 4, 
using reading achievement test scores as a criterion. 

Reading down the columns in Table 4, we can see that in each school 
stratum, among boys as well as girls, the socio-economic background of 
the child has a substantial impact upon his achievement. This impact is 
less in the Hills schools than in the Foothills and Flats, however. As we 
saw earlier, in Table 2, virtually all of the children in the Hills (97 per cent 
of the boys and 98 per cent of the girls) are reading at grade level. In fact, 
all the children of manual workers in the Hills (eleven girls and three 
boys) are at grade level. 

In Table 4, we can also see more clearly that the largest discrepancy 
between the achievement of boys and girls, which was pointed out earlier 
in connection with Table 2, appears in the Flats schools and especially 
among the children of manual workers in those schools. 

The comparison of particular concern in Table 4 is between the chil- 
dren from comparable backgrounds who are attending schools in the dif- 
ferent strata. Reading across the rows we can see that, within occupational 

Table 4. Mean reading achievement-test scores of high-sixth-grade 
students, classified by sex, school strata, and fathers 1 occupations. 

Boys Girls 



Father's Occupation 


Hills 


Foothills 


Flats 


Hills 


Foothills 


Flats 


Professional and 


107 


100 


a. 


107 


108 


,_ a. 


executive 


(94) 


(21) 


(2) 


(93) 


(15) 


(1) 


White-collar and 


106 


93 


81 


102 


99 


81 


merchant 


(46) 


(31) 


(18) 


(55) 


(38) 


(16) 


Manual and artisan 


a 


91 


71 


103 


93 


84 




(3) 


(55) 


(72) 


(11) 


(46) 


(87) 



* Means are not reported for cells containing fewer than ten cases. 
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groups, there are substantial discrepancies in the average levels of achieve- 
ment of children attending different schools. The mean reading-achieve- 
ment-test scores of the sons of white-collar workers in the Hills, for ex- 
ample, was 106; in the Foothills, 93; and in the Flats, 81. This 
discrepancy is congruent with the hypothesis that the schools have the 
homogenizing effect suggested by T. H. Marshall for English grammar 
schools. 

Gross occupational classifications, of course, by no means assure com- 
parable familial influence. It is doubtless true that one of the reasons 
manual workers choose to live in the Hills is to obtain greater educational 
and social advantages for their children. Very likely they place an em- 
phasis upon the value of school success which is more comparable to other 
residents of the Hills than to their occupational compeers in the Foothills 
and Flats. 

Thus far, moreover, we have taken no account of the unequal distribu- 
tion of racial groups in the schools. Since Negroes are concentrated in the 
Flats, and most of them are manual workers, the question arises as to 
whether differences between occupational groups and between schools 
"hold up" within racial groups. Is the average in the Flats, for example, 
lower than in the Foothills because of the large number of Negroes in the 
Flats? Or is the achievement of the white children in the Flats lower than 
that of white children in the Foothills? 

However, further cross-classification by race white, oriental, and 
Negro would lead to an unmanageable fifty-four cell table. If we con- 
tinue to ignore cells containing fewer than ten cases, a large proportion 
of the already limited data would be wasted. At this point it seems de- 
sirable to introduce a method of estimating the independent effects of each 
variable which will more efficiently utilize the available data. 

Let us adopt the model that each reading test score is a function of the 
over-all sample mean, plus additive effects of the student's sex, race, 
school, and father's occupation, plus some idiosyncratic residual due to 
variables which have not been included in the model. 



= m + <*i + bj + c k + di 

Data are available for all of the variables which are under consideration 
for 555 of the 816 students in the original population. Of these, 263 are 
boys, 292 are girls, 99 are Negroes, 48 are oriental, .... On the basis of 
the assumed model, minimizing the sum of squares of the residuals, we 
may generate a set of "normal equations" (1, 15, 16) which take the form, 
for the total sum of scores, for example: 

54247 = 555 m + 263*i + 2920 2 + 99^ + 48Z> 2 + . . . 
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This set of simultaneous equations is presented in matrix form as Table 
5 (cf., 12). 

Solving this matrix equation for the unknowns the independent effects 
of the several categories of each variable we obtain the estimates which 
are tallied in Table 6. 

Table 6. Estimates of the main orthogonal effects of sex, race, school 
strata, and fathers' occupations upon reading-test scores. 

Source of Variation Main Effect 

Sex 

Male - 1.7 

Female +1.5 

Race 

White + 3.0 

Oriental + 0.9 

Negro -12.7 

School stratum 

Hills + 2.3 

Foothills 0.1 

Flats 4.3 

Father's occupation 

Prof essional and executive +3.7 

White-collar and merchant + 1.1 

Manual and artisan 4.4 

Mean 97.7 



While the achievement of the Negro children is much poorer than the 
achievement of either the oriental or white children allowing for the fact 
that they are concentrated in the Flats, and come from working-class 
homes nevertheless each of the variables under consideration continues 
to have an independent and cumulative effect. 

The model which has been imposed upon these data in order to make 
these estimates presumed the effects to be additive rather than interactive. 
When the actual cell means in the complete cross-tabulation are compared 
with the values which would be "expected" on the basis of the linear 
model, a substantial discrepancy is found in the cell of the Negro working- 
class boys in the Flats. Assuming the cumulative effect of each variable, 
we should expect the mean achievement of this group of twenty-eight 
boys to be: 

97.7 1.7 4.3 4.4 = 74.7 

whereas the mean achievement of this group is actually only 65.8. 
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The combined effect of these circumstances operates to depress 
achievement to a greater extent than they do operating separately. Earlier, 
in Table 2, it was seen that the superiority of girls to boys was greatest in 
the Flats; and in Table 4 it was further specified to be especially true 
among the children of manual workers. Now this discrepancy can be 
further narrowed down to apply most strongly to the children of Negro 
manual workers in the Rats. (The mean achievement of the forty-one 
Negro girls in the Flats whose fathers are manual workers is 81.7.) (cf., 5) 

While the differences between sexes, and the effects of socio-economic 
status and race, which have been described above, are, in general outline, 
well-known, the homogenizing effect of the school milieu is less well es- 
tablished. Two of the mechanisms of this process have been intimated 
above the lateral transmission of values and attitudes among students, 
and the normalization of differing standards of achievement by teachers. 

Diffusion of Attitudes Among Peers 

In order to investigate the social contacts of the students with their 
peers, a simple sociometric inventory was administered. Each student 
was given a mimeographed list of the names of his classmates. He was 
asked to check the names of his friends those with whom he talked and 
played during recesses, lunch period, or after school. 

The students were also asked, in a questionnaire, about their future 
plans, including a forced choice question as to whether or not they hoped 
eventually to go to college. 

Taking the percentage of classmates choosing him as a crude indication 
of each boy's integration in his peer group, and contrasting the average 
"popularity" of the boys aspiring to go to college with those who do not 
in each school stratum, an interesting pattern emerges. (See Table 7.) 

In the Flats boys are mentioned, on the average, by almost half of their 

Table 7. Mean "popularity 11 of high-sixth-grade boys, according to 
school strata and educational aspirations. 

School Strata 



Sociometric Location Hills Foothills Flats 

College 35% 42% 48% 

(132) (87) (91) 

Non-college 25 39 46 
(18) (39) (38) 

AU aspirations 34% 41% 47% 

(150) (126) (129) 
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classmates, while in the Hills the boys are mentioned as friends by only 
a third of their peers. The more fragmented social structure in the Hills 
reflects in addition to the more formal classroom climate and tighter 
parental supervision more stringent discrimination hi the selection of 
friends. It can be seen from the difference in popularity between the col- 
lege and non-college aspirants in the Hills, that this value constitutes one 
line of discrimination, whereas in the Flats it makes virtually no difference 
whether or not a student hopes to go to college. 

When the sociometric structure of each class is analyzed more inten- 
sively, 4 and students are classified according to their positions within the 
structure of their own classes, the differing status of the non-college as- 
pirants in the three strata is more apparent. (See Table 8.) 

Table 8. Sociometric locations of the non-college aspirants among 
high-sixth-grade boys according to school strata. 

School Strata 



Sociometric Location Hills Foothills Flats 



"Stars" 
"Isolates" 


39% 
11% 


38% 
5% 


55% 
0% 



Number of cases 18 39 38 

In the Flats the boys who are disinterested hi extending then: education 
are well-integrated in their classes. None of them are "isolates," and they 
are, in fact, far over-represented among the leaders of their peers. In the 
Foothills, the most heterogeneous schools, college aspirations are irrele- 
vant to social location. Those who do not want to go to college are 
"stars" and "isolates" in about the same proportion as those who do. In 
the Hills, more of the non-college aspirants are isolated than in either 
Foothills or Flats. Relatively, then, terminal students are the social 
leaders in the lower economic strata. They gain social support from their 
peers, and, in turn, set the pace for them, without adopting the standards 
of success prevalent in the wider community of adults. 

Teacher Standards 

The other factor which was mentioned as tending to homogenize stu- 
dent achievement within schools was the differences between teachers' 
expectations. While the elementary teachers in Berkeley do not actually 

4 The methodology for this sociometric analysis may be found in the author's un- 
published Ph.D. dissertation (13). The discussion in this section is, with slight 
modification, based upon the dissertation. 
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dispense grades to thek students, thek indication of those students to 
whom they would assign A's or B's if they were to give grades those 
students whom they consider to be outstanding hi reading does indicate 
which students, and the proportion of students, they are satisfied with 
academically. 

Inasmuch as the average achievement in the Hills is considerably higher 
than in the Foothills, and achievement in the Foothills higher than in the 
Flats, we should expect the proportion of high grades assigned, if they are 
realistic, to follow the same rank order. We find, in fact, the percentages 
of high grades assigned hi the three school strata to be 62, 50, and 28 
per cent, respectively. 

When the variation in teacher marks is analyzed by the same set of in- 
dependent variables which we have considered in relation to measured 
achievement, 5 however, it is found that while sex, race, 6 and fathers' oc- 

Table 9. Estimated orthogonal effects of sex, race, school strata, and 

fathers' occupations upon the percentages of A and B grades 

assigned by teachers in reading. 

Source of Variation Main Effect 

Sex 

Male - 7.6% 

Female -f 6,9 

Race 

White 4-3.5 

Oriental -1-9.5 

Negro -18.9 

School stratum 

Hills - 3.9 

Foothills + 4.6 

Flats -f 2.2 

Father's occupation 

Professional and executive -f- 1 4. 1 

White-collar and merchant -f- 4.0 

Manual and artisan 16.7 

Mean 53.2% 

5 The number of high grades allotted in each category is substituted for the sum of 
reading test scores as the dependent variable vector in the matrix equation presented 
in Table 5. 

6 Notice, however, that the oriental students are awarded more high grades than 
white students, when sex, fathers' occupations, and school differences are held 
constant. 
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cupations have pronounced effects in the same direction as before, that 
within groups actually fewer high grades are dispensed in the Hills than 
in either the Foothills or the Flats. The average effects of each of these 
variables upon the percentages of high grades assigned are listed in 
Table 9. 

In order to make these results more vivid a portion of the fifty-four 
cell cross-tabulation reflecting these same data are presented in conven- 
tional form in Table 10. 

Table 10. Percentages of white high-sixth-grade girls receiving A or B 
marks in reading, by school strata and fathers' occupations. 

School Strata 



Father's Occupation Hills Foothills Flats 



Professional and 


69% 


77% 





executive 


(83) 


(13) 


(8) 


White-collar and 


62 


77 





merchant 


(42) 


(22) 


(3) 


Manual and artisan 


36 


54 


50 




(ID 


(26) 


(16) 



Looking at the bottom row of Table 10 the grades of the daughters 
of white manual workers in the three school strata we see that only a 
third of them are awarded high marks in the Hills, as opposed to half 
their compeers in the Foothills and Flats. Yet the mean reading-achieve- 
ment-test scores of these three groups are 103, 96, and 99, respectively, 
and we may recall that all of these girls in the Hills are reading at grade 
level whereas only 65 and 75 per cent of the girls in the Foothills and 
Flats are at grade level. Although fewer high grades, altogether, are al- 
located in the lower-stratum schools, when considering the achievement 
of the students, the proportion is relatively too high as contrasted with the 
Hills schools. 

This raises a question as to the extent to which the differences in teach- 
ers* evaluations of boys and girls, of children from different occupational 
backgrounds, and of different racial groups, reflect differences in meas- 
ured achievement. We had noted that the effects of these variables upon 
marks, shown in Table 9, with the exception of the oriental children who 
were given a disproportionate number of high grades, were in the same 
direction as the effects of the same variables upon test scores, shown in 
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Table 6, earlier. But, since the units of measurement are different, one 
cannot directly compare the magnitude of the effects. 

Considering the combination of reading-test scores and mental ma- 
turity test scores, which are closely correlated with one another, 7 as joint 
indications of reading proficiency, an analysis of covariance was performed 
allowing for the average regression of marks upon test scores. 8 The re- 
sults estimate the effects of each of the independent variables upon teach- 

Table 1 1 , Estimates of the mam orthogonal effects of sex, race, school 

strata, and fathers 1 occupations upon the percentages of A and B marks 

assigned in reading, adjusted for the regression of marks 

on 1Q and reading-test scores. 

Source of Variation Main Effect 

Sex 

Male - 6.0% 

Female -f 5.4 

Race 

White 0.7 

Oriental + 5.0 

Negro -f 0.4 

School stratum 

Hills - 9.9 

Foothills 4- 5.5 

Flats +12.9 

Father's occupation 

Professional and executive -f 6.7 

White-collar and merchant -|~ 0-5 

Manual and artisan 6.9 

Average percentage increase in A and B grades 

per unit increase in IQ test scores -I- 1.2% 

Average percentage increase in A and B grades 

per unit increase in reading-test scores -f- 0.8 

Mean 53.2% 

7 The zero-order product-moment correlation between the two tests in this sample 
is .750. 

8 For a paradigm of this analysis see L. N. Hazel (6) . 
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ers' marks after adjusting those marks for differences in measured achieve- 
ment. The solutions are listed in Table 11. 

The IQ-test scores are actually slightly more highly correlated with 
teachers' marks in reading than are the reading-test scores. 9 After allow- 
ing for proficiency, as jointly indicated by these two tests, we can see that 
there is very little difference between teachers' evaluations of Negro and 
white children (the slight difference which remains favoring the Negro 
children), but, as we saw before, the oriental children receive higher marks 
than their measured achievement would account for. Girls, also, and 
children from professional or executive home backgrounds are perceived 
as better students than their test performances would warrant. 

Considering the constellation of attributes of the students who are seen 
as good students, it would appear that the teachers add extra weight to 
industry, effort, and cooperation, above and beyond its reflection in the 
quality of performance. (The better motivated students do, of course, do 
their work more regularly and cooperate in daily lessons. This behavior 
doubtless contributes to the teachers' over-all impression of their com- 
petence.) 

This analysis brings out more sharply, at the same time, the fact that 
the students in the Flats are relatively overevaluated, and those in the 
Hills relatively underevaluated, when due allowance is made for differ- 
ences in tested performance. 

Discussion 

Because of the segregation of social classes school societies tend to de- 
velop differing norms, values, and social structures. In the middle-class 
schools parents and teachers supervise children more closely and have 
high academic expectations for them. A result of this strong intergenera- 
tional control is a more fragmented peer-group structure and a greater 
saliency of adult values for the children. In the working-class schools 
values are more readily communicated laterally among peers. Attitudes 
towards schooling are largely irrelevant to the students assessments of one 
another, and teachers, although concerned about academic achievement, 
tend to normalize a lower level of achievement. 10 

As the children progress through the grades, merge in the junior high 
schools, high schools, and junior colleges, and compete for positions in 

9 The point-biserial correlation between teachers' marks and IQ test scores is .570, 
and with reading test scores it is .552. 

10 Despite the obvious circularity, considering the accumulated research evidence 
on the environmental antecedents of test performance, the correlation between IQ 
test scores and school performance continues to be a rationale for this normalization. 
"Well, what can you expect?" 
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the colleges and universities, uniform achievement criteria are applied for 
which they are inadequately prepared. Students coming from the Hills 
schools are assigned to the academic stream in high school, and those 
from the Flats are almost automatically and necessarily assigned to gen- 
eral or vocational curricula. As adolescents this comes to many of them 
as an unanticipated and discriminatory jolt. 

Table 12. Percentages of high-sixfh-grade boys reading at grade level, 
and aspiring to go to college, by fathers 1 occupations. 

Per Cent Reading Per Cent Aspiring 



Father's Occupation 


at Grade Level 


to Go to CoUege 


Executive 


92% 


92% 




(26) 


(26) 


Professional 


91 


83 




(93) 


(93) 


Merchant: self-employed 


90 


80 




(30) 


(30) 


Upper white-collar 


84 


81 




(37) 


(37) 


Lower white-collar 


65 


71 




(31) 


(31) 


Artisan: self-employed 


39 


72 




(18) 


(18) 


Skilled manual 


42 


71 




(45) 


(48) 


Semi-skilled and unskilled 


33 


65 


manual 


(72) 


(75) 



A high proportion of working-class, and especially Negro, students 
aspire to go to college. In large numbers they enter the "open-door" 
junior colleges (4) in the Bay Area in hopes of becoming transfer stu- 
dents to the state colleges or university. At this late point they are coun- 
seled or "cooled" out into terminal vocational training. The discrepancies 
between the current placement and the aspirations of the sons of manual 
workers listed in Table 12 clearly foreshadows this eventual set-back. 11 

The seeds of this anomic situation the maintenance of culturally 
shared goals without concommitant command of the means are sown in 
the early elementary-school years. School systems serve a social function 
of screening and sorting the oncoming generation into different streams of 

11 That the greatest disparity between aspiration and achievement is to be found 
among depressed groups has been noted many times (e.g., 2, 3). 



234 Sociological Aspects 

life according to impartial criteria of achievement. At the same time one 
of the assumed goals of public education is to foster social mobility, and 
minimize the ascription of position according to the circumstances of 
birth. In the absence of clear and accurate evaluations of their achieve- 
ment, however, students are deprived of the opportunity for rational 
choice. Whatever pedagogical adaptations may be desirable for the edu- 
cation of underprivileged children, misguidance and obscurantism are 
surely not among them. 

Summary and Implications 

An analysis of the achievement records of elementary school students 
in a district characterized by residential segregation reveals gross retarda- 
tion in depressed areas. In addition to the anticipated differences between 
children from varying socio-economic strata and ethnic groups which con- 
tribute to the disparity in achievement, social processes within schools 
are found to reinforce and sustain different levels of achievement. Two 
mechanisms are the diffusion of educational attitudes among students 
and the normalization of diverging standards by teachers. It is suggested 
that the latter must bear some responsibility for the divergence between 
aspirations and achievement among underprivileged youth. 
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PART IV , 

Teachers for 
Depressed Areas 



The central role of the classroom teacher in the education of disadvan 
taged children has been a recurring theme in these papers. Whatever 
other modifications are made in programs, practices, materials, and serv- 
ices, the most significant improvements in schools hi depressed areas 
depend on the recruitment and retention of staffs of competent, committed 
teachers. To staff such schools is perplexing, for they are not the first 
choices of most teachers. Many of the new recruits are young teachers 
who must accept placement in schools where there are openings. Thus, 
the "difficult," the "special services," the "project" schools reveal the 
highest turnover rates, the greatest number of vacancies, and the least 
experienced teachers. 

The two papers which follow focus primarily on the pre-service prep- 
aration of teachers for depressed urban schools. However, the questions 
and discussions ranged far beyond the recruitment and training of prospec- 
tive teachers to their assignment, supervision, in-service education, and 
retention. How to get the competent, skillful teachers with feeling for 
working with children from disadvantaged homes is a key problem for 
the public schools and for the teacher-preparing institutions. As Dean 
Harry Rivlin said: "It is clear . . . that even the most imaginative super- 
intendent and the most cooperative board of education cannot solve the 
problems of urban education until the schools get an adequate supply of 
skilled and understanding teachers, and then make optimum use of these 
teachers' abilities." 1 

How can college students be attracted to enter training programs for 
positions in the depressed urban schools? Such schools are publicized as 
"difficult" where maintaining classroom discipline is perceived as the 
most time-consuming task; where little, if any, creative teaching is pos- 

1 Harry N. Rivlin, "Teachers for the Schools in Our Big Cities," a paper prepared 
for the University of Pennsylvania Schoolmen's Week Program, October 12, 
1962, p. 5. 
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sible; where teacher mobility is matched only by student transiency; where 
a probationary teacher "serves his time" before moving to a better situa- 
tion. What constitutes a positive challenge to young people to enter such 
teaching posts voluntarily and to stay in these positions because they 
recognize their inherent rewards? Are special teacher-preparation pro- 
grams required at the pre-service level? 

As Professor Vernon F. Haubrich points out, the creative performance 
of teachers who do stay in depressed-areas schools needs to be recognized 
and supported by all concerned; the many factors which cause teachers to 
reject appointments to schools in depressed areas, or to leave as soon as 
they have an option to do so, must be understood and taken into account 
in the selection and preparation of teachers. The new teacher rejects the 
situation, he suggests, because of "an inability to comprehend, understand, 
and cope with the multiple problems of language development, varying 
social norms, habits not accepted by the teacher, behavior which is often 
not success oriented, lack of student 'cooperation' and achievement levels 
well below expectancies of teachers." There are other factors, as well, in- 
cluding a large gap in orientation and education which leave new teachers 
ignorant of appropriate methods, curriculum, and approaches to discipline 
and classroom control. 

Some serious questions are raised by Haubrich about the adequacy of 
traditional teacher-preparation as a source for the insights, understand- 
ings, and attitudes needed for working with children from culturally dis- 
advantaged homes and neighborhoods. He suggests that such programs 
carry no message to student teachers to practice-teach in so-called "diffi- 
cult schools" nor to seek appointments there. 

Haubrich describes some details of the Hunter College program for 
preparing teachers for service in depressed-area schools. The underlying 
philosophy is that "prospective teachers should be specifically prepared in 
schools where they will eventually teach." Some notions being tested by 
the program are: student teaching can be both challenging and rewarding 
in a personal and professional sense; the apprehensions of prospective 
teachers are best alleviated and their perceptions modified by direct, wide 
contact with education and community workers and leaders; a team of 
professionals from the depressed-area school itself such as subject- 
matter specialists, curriculum experts, and social psychologists is re- 
quired for introducing the student teacher to the particular demands of 
these schools and for helping orient him to working with children in this 
special context; participation in a program for teaching in a depressed- 
area school should be voluntary on the student's part and must begin early 
in his college career. 
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The Hunter College program adds five supplemental experiences to the 
regular pre-service activities: the prospective teacher in the special pro- 
gram spends a greater number of hours directly responsible for a class 
planning, teaching, and evaluating pupil progress under supervision. He 
has wider contact and direct involvement with community agencies and 
institutions so that he can understand better the problems faced by children 
and adults in the depressed area. He participates in weekly conferences 
with college and school personnel to run the gamut of teaching problems 
curriculum content, classroom management, remedial techniques, in- 
structional resources. He observes the work in various school offices to 
appreciate how administrative, service and other personnel can facilitate 
his classroom job. And finally, he receives considerably more supervisory 
help from both college and school personnel than the usual cadet teacher. 
The special program bases undergraduate instruction on the realities of the 
teaching situation. Beyond that, with luck, it helps the prospective teachei 
experience some of the actual rewards which come from working with 
culturally disadvantaged children. 

On the basis of the assessment of the program to date, Haubrich sug- 
gests that preparation of teachers for urban schools will require more 
interchange of personnel and environments. College students and their 
instructors should move to the school and its environs. School personnel 
need to visit the college classroom to share their insights and experiences 
with prospective teachers. He suggests that the liberal arts faculty be 
involved to a far greater extent in reconstructing courses and experiences 
for prospective teachers. Finally, Haubrich proposes a drastic reappraisal 
of the policies for staffing schools in depressed urban areas, notably re- 
duced teaching loads in the early years, plus greater orientation and super- 
vision. 

Professor Leonard Kornberg reviews briefly the current efforts of edu- 
cators to cater to students in depressed urban schools "the flurry of new 
testing, guidance, remedial reading, extra-curricular enrichment pro- 
grams" an( i suggests that such programs do not really alter the essential 
conditions of classroom experience. Kornberg takes a skeptical glance at 
the premise which underlies many of these efforts, that something can be 
done outside the classroom which will help disadvantaged children adjust 
to the usual experiences and normal demands inside the classroom. He 
suggests that the proper question is, what kind of classroom can reach 
these children: what kinds of curriculum activities, teaching materials, 
and teaching strategies will spur their learning? A great deal of innovation 
and experimentation is currently under way in schools, most of it dealing 
with the education of gifted pupils in educationally privileged schools. 
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Kornberg urges that we capitalize on this "new mood for school experi- 
mentation" to build a new kind of school for disadvantaged children 
new in the sense of a different kind of classroom life and services. 

Kornberg describes a program at Queens College, a project called 
BRIDGE (Building Resources of Instruction for Disadvantaged Groups 
in Education). The program, like that Haubrich describes, aims to up- 
grade the teacher-education program. A school-within-a-school arrange- 
ment, consisting of three seventh-grade classes, has been set up for in- 
struction in the academic subjects. Teachers of these demonstration 
classes will remain with the students for the three-year junior high period, 
during which they will have time to study the children and learn how to 
work most effectively with them. A coordinating teacher experienced, 
successful in the classroom provides the type of cheek-by-jowl assist- 
ance Kornberg feels is essential for new teachers working with disad- 
vantaged classes. The teachers are experimenting with new course se- 
quences, content organization, and instructional materials and at the 
same time, helping children with their individual problems. 

An important aspect of the BRIDGE is the observation and case con- 
ference procedures involving the Queens College team and the school's 
staff. Students at Queens College are working with and observing ado- 
lescents in various kinds of club and recreational situations. "BRIDGE 
groups" consisting of college undergraduates are being placed in junior 
high schools to work with small groups of pupils who come voluntarily 
for one afternoon a week for special help. The BRIDGE program is 
based on the idea that experience in working with disadvantaged children 
is most effective at the pre-service level, when young student-teachers are 
pliable and susceptible to changing insights. Kornberg believes that the 
teacher's professional growth is the key to vigorous staffing schools in 
depressed areas. He proposes salary and status differentials, internships, 
and greater continuity between teacher-preparation and school programs. 
He suggests increased attention to the kind of teachers being recruited and 
trained for service in disadvantaged schools. The issue, as he sees it, 
"is whether the classroom life creates alienation or relationships." Young- 
sters who come to school with impoverished or discrepant cultural inter- 
ests and skills sorely need teachers who understand these deficiencies and 
the conditions from which they stem. Only such experiences, Kornberg 
argues, can develop the teacher's professional commitment to the special 
demands of work in depressed urban schools. 

Many observations have been made about the notion of teaching as a 
middle-class profession, with teacher behavior guided by middle-class 
values and virtues alien to or in conflict with the lower-class values sys- 
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terns of underprivileged children. Granting this condition as an accepted 
fact, what is its real significance for both recruitment and preparation of 
teachers? Will seeing more of children help prospective teachers view the 
youngsters as individuals rather than as stereotyped members of a minor- 
ity group? What kinds of direct contacts will foster a clear picture of 
each child as a special personality? 

To take another tack, what means will increase the supply of teachers 
from the various minority groups and lower-income classes? Although 
there was considerable agreement on tapping this reservoir of undeveloped 
manpower through special recruitment efforts, the problem of how to do 
it remained. Participant consensus that college admission standards should 
not be lowered led to the principle that secondary school programs should 
be enriched to stimulate able youngsters from lower classes and minority 
groups to seek higher education. The teaching profession has been one of 
the means of upward mobility for many immigrant groups in the past; 
can it provide the same opportunities for the present in-migrant groups? 
One promising approach called "The Homework Helper Program" is 
being tested by Mobilization for Youth, Inc. High school sophomores 
and juniors from low-income families are being trained and employed as 
tutors for elementary-school pupils. Basically set up to encourage and 
aid the younger children, the tutoring scheme also provides the high school 
students with a small weekly income and a positive exposure to teaching 
it is hoped that may suggest education as a career. 

Dean Harry Rivlin points to the need of all children for good teachers 
but feels that the "in-migrant children need good teachers desperately, 
for most of these youngsters do not have access to the kind of family and 
community resources which can compensate for many inadequacies in 
the educational opportunities offered by schools." 2 What special qualities 
are required for the "good teacher" in a depressed area school as distinct 
from those in the suburban or privileged school? Are these qualities 
^identifiable in the college years of the prospective teacher? Should ad- 
ministrative and supervisory personnel "come up through the ranks" or 
do they require some kind of custommade training for leadership? 

Parents anywhere may be apathetic, hostile, uninformed about school 
but this is especially true for parents in depressed areas. How can these 
particular parents, with varied attitudes about education and the school 
program, be reached? Should teachers relate to low-income parents dif- 
ferently from the rapport of their colleagues and parents in suburbia? 
What modifications are needed in school organization to enable teachers 
to work more closely with home and family? 

* /to*., p. 5. 
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Finally, there seemed to be consensus that there should be extra com- 
pensation for teaching hi depressed urban areas, but that this should not 
come in the form of extra pay. Instead, compensation should be made in 
extras such as smaller classes, additional teaching materials, supervisory 
assistance, specialist personnel, and lighter loads to permit better planning 
and preparation. The two papers in this section describe two pre-service 
projects for preparing teachers for service in depressed urban areas. Each 
aims at modifying the total college program for the students academic 
as well as professional and to extend college experiences into the dis- 
advantaged neighborhood. Both programs attempt to blend the philo- 
sophical and behavioral sciences with practical insights into the culture 
and needs of the individuals and groups hi depressed areas. 

Similar explorations are needed with respect to the other members of 
the professional staff. What qualities in an administrator lead to the kind 
of climate that encourages good teaching; that enables reticent or hostile 
families to enter freely into school programs; that draws teachers to the 
faculty because they know they can secure the kinds of assistance needed 
to do an effective job; and that will make the school the center for com- 
munity efforts to upgrade living conditions? What particular kinds of 
supervisory activities are needed for schools hi depressed areas? How do 
counselors modify their roles in working with disadvantaged children? 
How do they operate most effectively hi such schools? What is needed 
in the way of group workers, social workers, school-home liaison persons, 
visiting teachers? What is the relation of these special service personnel 
to other members of the professional staff and to other agencies and insti- 
tutions hi the community? Is special preparation a must? Selection, 
training, and utilization of staffs for depressed-area schools are topics 
which deserve more rigorous study than hi the past. Service hi such 
schools must be made a positive challenge with potential for high per- 
sonal and professional rewards, not a punishment or a frustration. 
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The Circle 

Eileen Morse received her appointment as a regular teacher from the Board 
of Education. One look at the address was enough she and thirty-four out 
of one hundred appointed to this Borough decided they weren't having any. 
The influence of the press, "always looking for a good story"; of parents 
"you'll type before you teach in that neighborhood"; of a fiance "you nuts or 
something?"; of friends "one could do it, I suppose"; all these and more had 
effectively done the job of turning Eileen to other schools in other places. Ad- 
dresses tell a story as Aesop never could. 

Eileen Morse has problems with addresses, and the people who try to keep 
the schools open and going have problems with all the Eileens hi the city. 
Eileens, who have built in the short span of 20 years plus, a mode of perception 
and attitude that school and college did not touch. As one principal put it, 
"Who will we get to cover the classes?" Each year the same question; each 
year the same Eileens. The circle is tough to break. 1 

The Social Situation 

About one in three children who attend school in New York City come 
from "culturally deprived" homes. 2 The children so classified tend to 
attend school together, and, consequently there tend to be areas of New 
York City where 80 per cent and more of the children in a school can be 
so classified. The results of segregated housing and ghetto living lead to 
schools serving children coming from neighborhoods which are vastly 
different from one another. 

1 1 am indebted to the Journal of Teacher Education for allowing me to use in this 
paper much of my article (3) to be published by the Journal. 

2 The terms "culturally deprived," "culturally different," "culturally depressed,'* 
and "culturally disadvantaged" all tell the same story. They tend to be lower-class 
people with special problems. The Federal Bureau of Labor Statistics estimates that 
a worker with two children in New York City needs $5970 to maintain a "modest 
but adequate" standard of living. Using this figure as a base, a recent study by the 
Teamsters Union indicates that 49 per cent of the families in New York City should 
be classified as "deprived." The study also indicates that 70.8 per cent of Negro and 
Puerto Rican families were under that level (8). 

243 
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The culturally deprived child in New York City tends to be the son or 
daughter of a recently arrived family from the South or from Puerto Rico, 
and he faces problems that have been well documented (2). The new- 
comers, the in-migrants, come for a wide variety of reasons not the least 
of which may be hope for their children as to social mobility, better jobs 
and a decent place to live. 

A word must be said about the in-migrants to New York City. Oscar 
Handlin (2) points out that the newcomers have much in common with 
former immigrant groups but that basic differences exist. The story that 
is told is fundamentally this: the newcomers, the in-migrants, come from 
a society called United States, but not from a culture called "big city." 
The in-migrants have close ties with former places of residence, and there 
is some movement back and forth between the former and the present 
residence; the break is not final. 

A recent study (6) indicates that 20 per cent of the third-grade and 
25 per cent of the sixth-grade youngsters are in-migrants to New York 
City. The in-migrants of Puerto Rican and Negro background have con- 
centrated in the boroughs of Brooklyn and Manhattan, and in particular 
sections of these two boroughs. It rapidly becomes apparent that, in 
New York City (as in other large cities), large numbers of in-migrants 
live in sections where there is a heavy concentration of other in-migrants. 

When many of the in-migrants face a series of problems, such as poor 
educational background, deficiency in reading skills, non-English-speaking 
background, poverty, and other attendant problems, the schools will be 
one of several institutions to face this situation. The entire social situation 
in which these in-migrant families find themselves has an impact on the 
schools. The manner in which the schools face these problems and the 
rapidity with which these problems are solved by the in-migrant are cru- 
cial issues for educators and, indeed, for the entire society. 

The School Situation 

The social problems of neighborhood, educational background, and 
family circumstance find a roost in many schools in New York City. Other 
publications (1, 7) have ably assessed these problems and, to some ex- 
tent, have translated their meaning in terms of the school context. It is 
important to take note of these unique school problems, for they make up 
the gist of the situation facing teachers and administrators in schools serv- 
ing culturally deprived youngsters. 

The reading problem pervades the context of many other school prob- 
lems. The non-English-speaking child, typically Puerto Rican, faces a 
language, cultural, and social barrier in coming to the schools of New 
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York (7 ) . Other in-migrant children, who come from areas where schools 
are poor or where compulsory education laws are not strictly enforced, 
face similar problems in attempting to adjust to the pace and tempo of 
the city's schools. When one adds to these factors a home which is at 
subsistence level and which is economically at the bottom of the income 
scale, educators face gigantic problems in teaching children to read. 3 One 
discovers very quickly just how interrelated is the social and educational 
context when the unique relationship between money, occupation, home, 
and school comes home to the teacher's classroom. Children, who have 
not been beyond a ten-block area after arriving in New York, who have 
great problems raising the necessary money 4 for school "extras," and 
who live in desperately overcrowded apartments, will have difficulty in 
learning the key skill in school reading. 

The world of the teacher (middle-class or middle-class striving) and the 
world of the child (lower-class) represents a problem with several dimen- 
sions. Much has been said of lower-class children faced with the middle- 
class teacher and school. Most of what is said is reliable and valid. Chil- 
dren who have meager educational backgrounds, who, for a wide variety 
of reasons, are ambivalent (9) towards the work of the school, who see 
little to aim for in a society which discriminates against them, who use 
language which is more "colorful" and who may rebel more often than 
other children in other areas, are in somewhat of a conflict with the teacher 
who has achieved a measure of success and wishes to convey the skills 
and ambitions she "knows" and has learned. And, of course, there's the 
rub. 

Taking examinations, filling out forms, going to libraries, valuing the 
competitive life, striving to get ahead, and wanting what success the mid- 
dle class wants are part of the outlook of most of our teachers. In a realistic 
sense many teachers and students in this kind of a situation are talking 
past one another. They live in different worlds. 

Additional factors, which grow out of the social situation and compound 
the difficulties that teachers and administrators face, include the following: 
high truancy rates, high rates of pupil turnover resulting from families 
who move frequently, "low" IQ scores resulting from tests which are not 
culture free, high rates of turnover, and large numbers of families on the 

3 A series has been published on this problem by the Board of Education, New 
York City, 110 Livingston Street, New York City, New York. 

4 In the Hunter project described below we did a survey of one eighth-grade class 
for a three-month period as to "extra money" children were asked to bring to school. 
It amounted to $26.50. In this class 70 per cent of the children were in families on 
the welfare rolls of New York City. A family on welfare with a child in junior high 
school receives $0.25 a month extra for the child's extra expenses! 
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welfare rolls. What does it add up to for the teacher? Marya Marines, 
writing for The Reporter, was able to obtain this most perceptive state- 
ment from a teacher in a "culturally deprived" neighborhood: "Rightly 
or wrongly, justified or not, teachers prefer to teach in an integrated school 
which is predominantly white, than in a segregated or difficult school" (5). 
The story of the middle-class teacher and the lower-class child boils down 
to something resembling this statement. 

One factor, mentioned by prospective teachers, which contributes to 
the schools' inability to recruit for schools serving depressed areas, is the 
transportation problem. Most teachers live outside the area served by 
these schools, and they prefer to teach in neighborhoods closer to their 
homes. Another point mentioned by many prospective teachers, espe- 
cially female, is an expressed fear of walking through the neighborhood 
to the school. One cannot judge at this point if these expressed reasons 
are primary, but they do tend to highlight the resistance of many prospec- 
tive teachers to teaching in these schools. 

It must be noted that many teachers do choose to remain in schools 
serving depressed areas, and their work and contribution must be recog- 
nized and supported by all concerned. But many choose not to stay or 
do not accept appointments to these schools. The entire situational con- 
text, which includes many educational and social problems beyond the 
skill of many teachers, is just too much for some. 5 To conclude, many 
factors tend to cause the teacher to reject appointment in depressed areas, 
and among these are: 

1. Large numbers of in-migrant children, who have special needs, will 
face the incoming teacher, and, for a wide variety of reasons, the teacher 
tends to reject this kind of situation. 

2. The incoming teacher probably rejects the situation because of an 
inability to comprehend, understand, and cope with the multiple problems 
of language development, varying social norms, habits not accepted by 
the teacher, behavior which is often not success-oriented, lack of student 
"cooperation," and achievement levels well below expectancies of 
teachers. 

3. The distance one lives from the culturally deprived neighborhood 
and a fear of going through the neighborhood surely have been contribu- 
ting factors in the schools' inability to recruit teachers. 

4. There seem to be gaps in the orientation and preparation of teachers 

5 As noted previously, thirty-four out of a hundred teachers appointed to the 
borough of Manhattan do not accept appointment to the schools to which they have 
been assigned. Some selected schools have much higher rates. 
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for urban schools, which leaves the new teacher "at sea" with respect to 
methods, curriculum, and approaches to the "discipline" problem. 

Teacher Preparation One View 

When a principal of a special service school 6 recently asked, "Where 
will the new teachers come from? Who will do the job?" he was echo- 
ing the desperate situation many administrators face in the day-by-day 
struggle to maintain a semblance of order, productivity, and morale. The 
urban schools serving depressed areas need, literally, thousands of teachers 
and administrators who can do the job. 

One view of teacher preparation includes the usual sequence of courses 
social and philosophical foundations, psychological foundations, meth- 
ods, and student teaching with a strong background in one or more con- 
tent areas. The professional sequence, in most cases, views the content of 
teacher preparation as a universal, and applicable in all normal school 
situations. Teacher preparation in college classrooms and student teach- 
ing in school X has point and substance in schools Y, Z, etc. Student 
teaching is probably the culmination of the sequence, and a license is 
issued to the graduate. He is "prepared." Kids are kids. 

Several issues arise when this conception of teacher preparation is ap- 
plied to schools serving culturally depressed areas. First, these children 
and these neighborhoods have unique problems that one does not usually 
encounter in Psychological Foundations I or in student teaching which 
is done in a "good" neighborhood. 

Second, the curriculum of the college or university may or may n<|t 
inform and influence the prospective teacher about the problems and rele- 
vant issues of depressed urban areas. This information and influence de- 
pends on the pattern of experiences in college, both in the professional 
sequence and in the liberal arts curriculum. Recently, a student teacher 
was attempting to show the pattern of immigration to the United States. 
She listed the Irish, the Germans, the Italians, the English, and the Scandi- 
navians; she also indicated through class discussion the contributions 
these groups had made. Even though the class was entirely made up of 
Negro and Puerto Rican children, she made no mention of Negro or Puerto 
Rican immigration, in-migration, or contributions. When asked why this 
was so, she indicated she did not know about these things, for they were 
not part of her college work or her own reading! 

Third, the traditional view of teacher preparation has an appeal to cer- 

6 "Special service" schools are schools having a series of problems related to the 
condition and background of the students. The school is eligible for special services 
from the Board of Education. 
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tain kinds of students with certain kinds of goals and ambitions. The stu- 
dent who is looking for a type of security, who wishes a relatively easy 
road to professional status, who has family and home pressures to get 
"something practical" from college, and the student who may feel that 
teaching is a second or subsidiary choice among occupational goals all 
of these may enter teaching (4). It should be noted that these obverse 
motives are neither good nor bad taken alone. But when one views the 
upward mobility patterns of prospective teachers (10), the great concern 
with the gifted student, which has been part of our entire contemporary 
scene, and the exposure of students in college to these concerns, then the 
reluctance of prospective teachers to enter teaching via schools in cul- 
turally depressed areas is understandable. 

One never lives in a cultural vacuum. The cultural milieu which sur- 
rounds the prospective teacher includes the views, ideas and notions of 
his fellow students, his parents, his professors, and his own experience. 
His appointment to a "good" school, where parents and neighbors are 
proud of his work, where there are ambitions and goals among the student 
body similar to his own, and where one finds the student adjusted to the 
work of the school and the norms of the teacher, is the goal of most pros- 
pective teachers. 

In interviewing students for the special project which Hunter College 
has undertaken we encountered time and time again the expressions : "I 
just wouldn't be good foi that type of school," or "I feel that my contribu- 
tions to education can best be made at the Bronx High School of Science" 
(a selective school for gifted students), or "My parents wouldn't allow 
me to go into that school or neighborhood." The situation is such that 
the prospect of teaching in culturally depressed areas is just not in the 
cards for many of these prospective teachers. They do not view teaching 
in culturally depressed areas as a distinction, and the biting issue is that 
our society does not usually view it as a distinction. 

Teacher Preparation Another View 

Before launching into a description of the Hunter College project in 
teacher preparation for schools in depressed areas, let us take a moment 
to look at the purposes which undergird the program, the thesis of this 
report is simple: the problems and challenges of the culturally depressed 
areas will not be solved unless there is a basic change in the education, 
housing, and employment patterns which pervade the entire life of the 
people in these areas. Of the three factors, education, housing, and em- 
ployment, we view education as crucially important; for until the school 
provides these children with the necessary skills and understandings 
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needed to compete successfully in our interdependent, industrial society, 
the fundamental situation will not change. 

However, to speak of the "school" in this academic fashion is to miss 
the point, for it is the quality of the administrative and teaching personnel, 
their professionalism and the leadership they provide which will make a 
difference. One immediately recognizes that many other factors, such as 
housing, family, community agencies, and church, are important; but at 
the heart of the matter one still asks^who will do the teaching? The kind 
of slow, arduous, and sometimes completely frustrating effort is what is 
most often required, and this can only be handled by teachers who under- 
stand the problems and issues at stake/ And these issues revolve about 
the future of our democratic society, for one cannot speak of a democratic 
society in which all participate unless one is willing to face up to the kinds 
of dilemmas which immediately make themselves known in depressed 
areas. The educational question is, shall there be educational disen- 
franchisement for some people in some areas? 

Specifically, there are only two ways big cities can recruit for this task. 
First, devices may be employed to encourage experienced teachers to 
enter these schools. In New York City a teacher must serve a number of 
years in "special-service" schools before he is eligible for promotion to 
administrative posts. Recently the Board of Education had under con- 
sideration the idea of paying teachers in "special-service" schools a bonus 
or extra salary. (This proposal was not put into effect.) Other ways exist 
to bring teachers, voluntarily or involuntarily, into these schools, and the 
simplest way is to send all newly appointed teachers into those areas 
which have the greatest need. The problem one encounters here is the 
high refusal or "-turn-down" rate. Many teachers just will not accept ap- 
pointment to these schools. 

Another manner of obtaining the qualified teachers is to afford be- 
ginning teachers the opportunity to begin their professional careers in 
schools serving depressed areas, after doing their student teaching in these 
mine, schools. Student teaching"6ecomes tEe Introductory phase to a full- 
time teacEtng position in the self-same school where the student teaching 
was done. The central view of the special program at Hunter has been, 
and will continue to be, that prospective teachers should be^ specifically 
prepared in schools "where they will eventually teach. Some basic formula- 
tions grew out of our planning for the program. Among these were: 

1. Student teaching in schools serving depressed areas can be reward- 
ing and challenging, both in a personal and professional sense. 

2. The demands on the teacher in these schools will require more in- 
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tensive experience and preparation than the ordinary student teaching 
situation. 

3. The chief manner in which the fears and perceptions of prospective 
teachers can be modified is by wide, direct contact with school officials, 
teachers, and neighborhood leaders. 

4. The kinds of tasks the student teacher will face requires a team of 
professional workers to introduce and prepare students in the demands 
of schools in these areas. Among these professionals would be various 
personnel from the school itself, subject-matter specialists, curriculum 
experts, and social psychologists. 

5. The school principal and the entire teaching staff should welcome 
this program, for while it would mean burdens and extra work, it would 
also aid, if successful, in providing well trained, competently prepared, 
able and willing teachers in the semester following student teaching. 

6. No student should be forced to participate in the program. We called 
for, and will continue to call for, volunteers to undertake this program. 
These prospective student teachers are contacted in the various pre-service 
courses at the college. 

7. If the student teacher wished to remain in the school after student 
teaching and after passing the necessary license examinations, he could 
do so. The Associate Superintendent and the Bureau of Appointment of 
New York City guarantee placement in these schools for those student 
teachers who wish to remain. 

8. If the student teacher decided not to stay on in the school after stu- 
dent teaching, he would be free to leave without prejudice. 

The program which developed during the past five semesters has been 
thoroughly reconstructive. A central proposition of the program has been 
continuous self-evaluation and self-criticism by all concerned. 7 We be- 
gan and have remained in the junior high school, 8 for it is this segment of 
the New York City 12-year program which suffers the greatest teacher 
shortage. The program has grown from one school in Harlem to four 
schools in Harlem and one in the East Bronx. We began with six volun- 
teers during the first semester, and the number of volunteers has grown 
to nineteen during the fifth semester. All schools are "special service" and 
all serve culturally depressed areas. All the schools have the classic prob- 

7 This may seem easier said than done. However, the teachers and administrators 
in these schools are remarkably honest. Student teachers were also critical of aspects 
of the program, for they perceived the program as relating directly to their immedi- 
ate occupational status. 

8 There is a strong possibility that we will expand the program to the elementary 
and senior high schools in the near future. 
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lems of truancy, behavior difficulties, high teacher turnover, problems in 
language proficiency, low measured scores on verbal IQ tests, and a high 
percentage of families on welfare. 

All student teachers, in the special or regular program, spend the entire 
morning in a school for one full semester. Briefly, the program resembles 
the normal student teaching situation but with significant variations. 

Part one: During the first three weeks of the semester the student teacher 
devotes his time to observation, orientation and adjustment. He spends 
time getting to know the class, familiarizes himself with school regula- 
tions, and observes his cooperating teacher. Cooperating teachers, se- 
lected by the school, work closely with personnel from the college. 

Part two: The next two weeks of the semester (total time elapsed is now 
five weeks) is spent inducting the student teacher into the actual class- 
room teaching situation. Planning lessons, constructing units, learning 
procedures of evaluation, and first experiences in actual teaching are the 
highlights of this phase of the program. Normally, at least one and prob- 
ably two classes come under the direction of the student teacher towards 
the end of the period. 

Part three: During the final ten or eleven weeks of the semester the stu- 
dent teacher assumes control of and responsibility for "his" classes. The 
cooperating teacher, supervisors from the school, and college personnel 
are always ready and willing to help. Daily observations and critiques are 
part of the regular order of business. The student teacher is also familiar- 
ized with the official-class (homeroom) procedures and handles much 
of this work as well. 

In many respects this three-part program resembles the ordinary stu- 
dent-teaching program, with the exception that the schools are "special 
service" and are in areas which would be understood as culturally de- 
pressed. However, in this program, five additional features are employed 
to bring the prospective teacher to a point of greater competence in these 
schools. These additional experiences supplement, rather than replace, 
the student teaching program of the college. 

The first of these experiences is a greater number of actual hours taught 
by the student teacher. The student teacher is not "along for the ride," 
nor is he looked on as an errand boy or additional clerical help. He be- 
comes responsible for "his" classes after five weeks of induction. He plans 
the work, executes the lessons, and evaluates the progress of the class. He 
makes mistakes lots of them. We feel it is better to make the mistakes 
while student teaching and while supervision is readily available, than to 
make the mistakes with a full program of five or six classes during the first 
year of teaching. The student teacher punches a time clock, has a mail box, 
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meets a homeroom class, and participates as fully as possible in the on- 
going life of the school. 9 

The second of these supplementary experiences consists of wide con- 
tact with community agencies, institutions, and leaders. A welfare receiv- 
ing center, public housing developments and private tenements, a local 
newspaper and its editor, the local youth board, a mental hygiene clinic, 
and a childrens' shelter make up some of the visits of the student teachers 
during the course of the semester. These visits are about two hours in 
length and extended discussions regarding the institution or agency and its 
relationship to children and youth follow each visit. Through these ex- 
periences student teachers come to partially understand the problems 
faced by the people in the community. The community becomes some- 
thing more than charts and statistics. A degree of perception begins to 
come through to the prospective teacher, and the school's task, as affected 
by these problems, becomes a bit clearer through these experiences. 

The third supplementary experience employed in this program is a 
weekly conference, in the school, among school and college personnel 
and the student teachers. The problems of teaching in the school, man- 
aging a classroom, curriculum problems, discipline, special methods, re- 
medial procedures, and specific aids make up some of the topics discussed. 
A key feature of this aspect of the program is the utilization of school per- 
sonnel who can help in the resolution of specific points at issue. Guidance 
counselors, attendance officers (truant officers), assistant principals, and 
remedial reading specialists are called on to contribute whatever insights 
they may have in relationship to the problem at hand. Since the student 
teacher will soon be working with these same personnel on a full-time 
basis, and since he should realize what resources are available in the 
school, these contacts with specialized staff personnel serve to better equip 
the student for the next semester. 

The foregoing leads to the fourth set of supplementary experiences de- 
signed to aid the student in this school setting. He spends some time, usu- 
ally three or four hours, in the various offices of the school to gain some 
insight into the daily work of these personnel, and to see how they may 
facilitate his work as a regular teacher. These administrative and service 
personnel are essential to the functioning of the teacher and are on hand to 
aid in specific ways. 

Unless the prospective teacher understands the function of these offices 
and the outlook and procedures of the staff, he may be severely handi- 
capped as a beginning teacher. It is one thing to tell a beginning teacher 

9 Sometimes so much so that one student teacher kept "cutting" a one-o'clock class 
at the college to stay on an extra hour. 
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about these things, it is another to let him see, understand, experience, 
and utilize these services. The student teacher, by spending some time 
in the guidance office, the attendance office, the supervisor's office, and 
the office of the assistant principal gains a view of the school which en- 
compasses the entire picture of a school's operation. He learns that many 
people are in the school to aid him in the classroom, to facilitate teaching 
and learning, and that teachers can use these services in various ways. 

The fifth supplement to the "normal" program is the high degree of co- 
operation that obtains between the personnel in the school and the per- 
sonnel from the college. The student teacher is the intended beneficiary 
of this cooperative effort, but all of those concerned have learned a great 
deal from one another. It is a difficult task to teach in these schools, and 
the kind of cooperative venture that has characterized this program is 
absolutely essential if the student teacher is to be adequately prepared. 
Diagrammatically, the three-part program with the five supplementary 
areas would appear more or less as shown in Table 1 (see page 254) . 

A comparison of Table 1 with a more normal student-teaching situation 
would yield the following points of difference: 

Regular Program Special Program 

1. Limited number of hours spent 1. Early in the semester the stu- 
in actual teaching. dent teacher handles one and, 

in most cases, two classes daily. 

2. Supervision by school person- 2. School personnel and college 
nel is limited. personnel work closely in su- 
pervision. 

3. Biweekly conferences at the 3. Weekly conferences in the 
college; students grouped ac- school; all areas meet together, 
cording to subject-matter areas. 

4. Few, if any, community visits. 4. Regular program of commu- 

nity visits and discussion of 
same. 

5. Little, if any, contact with the 5. Regular program for contact 
offices of the school and the and observation of these offi- 
personnel of these specialized ces. 

areas. 

6. School provides a means for 6. School provides a direct means 
entering teaching in general. to enter teaching. 

An Assessment 

Any assessment of this program would have to be done by all those con- 
cerned with its prime objective the preparation of teachers for profes- 
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sional service in schools serving culturally depressed areas. A principal 
of one of the schools has remarked on more than one occasion, "These 
young people just don't have the problems that other first year teachers 
seem to have." One of the former student teachers, now a regular teacher 
in the school remarked, "This is the place I want to be, doing the job that's 
needed." 

The staying power of these teachers is most heartening. Among the 
staff of the junior high school where we first began the program two and a 
half years ago, there are twenty-two teachers prepared through the pro- 
gram. The school has a teaching staff of about ninety. Teachers and ad- 
ministrators in the school indicate that the esprit and morale of the school 
have vastly improved during the past five semesters. 

In five semesters, there have been fifty-one volunteers who entered the 
program and there are now thirty-seven teaching in the five project schools. 
The fourteen who did not remain had, in most cases, entirely legitimate 
reasons for leaving. Some did not pass the license examinations. Several 
moved from the New York City area. Several went on to graduate work 
on a full-time basis. Only two felt they could not continue in the school 
because of inability or lack of desire to stay. 

In retrospect, one would have to credit several factors for the success 
of the program thus far. The volunteer aspect of the program cannot be 
overemphasized. These young people, for a wide variety of reasons, de- 
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liberately chose to enter the program after they were apprised of the 
problems, what would be afforded them, and what they would have to 
contribute. They were frankly told of the problems in the school and that 
this program would take more time and effort than the normal program. 
We tried, in a cursory fashion, to find out the "reasons" for their interest 
in the program. Among the more typical answers were: 

If the college thinks I can help, I'll volunteer. 

With all the help that one gets, I'll be a better teacher for it. 

The satisfaction must be great. 

This seemed like a chance to do something worthwhile. 

If I can teach here in these schools, I can teach anywhere. 

We did not have the time to go any further than this in assessing the 
reasons why these student teachers volunteered. It is possible that the 
direct appeal for volunteers tapped a reservoir of good will, strong idealism 
or practical sense practical sense, because many realized that, with 
teacher shortages being what they are, and with schools serving depressed 
areas having the greatest shortages, they would probably be assigned to the 
same type of school when they became regular teachers without the aid 
and assistance that were available through this program. It may have 
struck some that this program was something like preparing for the inevit- 
able; however, we feel that these negative reasons disappeared with the 
semester of student teaching. Also, given the situation, some volunteers 
may have been influenced by the link between the program and entrance 
into teaching. In the sense that this program leads directly to the position 
they will have in teaching, some may well have looked upon the program 
as a direct aid to their teaching career. I have a hunch that because it was 
a volunteer program and because the job would not be easy, it had an ap- 
peal for many who wanted to help in the giant task that faces the big city 
schools. In a society that is so often dominated by the material reward 
or the attitude of "what's in it for me," the attitude and outlook of these 
young people has been refreshing and uplifting. 

Whatever the reasons, a self-selective factor was introduced by the 
volunteer aspect of the program. This factor loaded the dice, so to speak, 
because the student had actively enlisted in the project. 

On the other hand, there is a basic disadvantage to the volunteer aspect 
of the program, and this concerns the number woo volunteer. The fifty- 
one volunteers over a five-semester period represent about 10 per cent 
of the total number of students who undertook student teaching during 
this time. The first semesters we had fewer, proportionately, than the 



256 Teachers for Depressed Areas 

later semesters. We are hopeful of a continuing rise in interest and a con- 
tinuing rise in the number and proportion who volunteer, and we anticipate 
that eventually about 20 per cent of the total number eligible will enter 
the program. In view of the critical need for teachers for these schools and 
also in view of the fact that many of the non-volunteers will be placed in 
special service schools, this percentage is low. Perhaps it is high, given 
the kinds of blocks that one has to overcome in entering the program, but 
to increase the number of volunteers, more than an appeal will be neces- 
sary. 

This relatively low number of volunteers represents a classic picture of 
prospective teachers choosing professional goals, and the means to achieve 
these goals (one of which is student teaching) which are compatible with 
their aspirations. Most prospective teachers do not see themselves oper- 
ating in "difficult" schools, and because of this, all the talk about their 
eventually being placed in these schools is meaningless. The prospective 
teacher clings until the last moment to the thought that someone or some- 
thing will rescue him from the "difficult" school. Of course, the real 
problem comes when these students enter teaching, are assigned to a "diffi- 
cult" school and then, because of inadequate preparation, dislike the en- 
tire business. In addition to previously noted responses we received these 
typical replies from those who did not volunteer: 

My mother (or father) wouldn't let me go into that neighborhood. 

It is too far to travel. 

I just can't see operating in that situation. 

I feel that I can better teach in a high school. 

I would be afraid of the problems that might come up. 

In effect, prospective teachers tend to request schools for student teaching 
which best coincide with their perception of what a "good" educational 
situation should be. 10 Professional goals are translated in terms of the 
backgrounds, the perceptions, and the understandable aspirations of young 
prospective teachers. 

If student teaching represents one of the means for entry into the pro- 
fession, then it may be that the prospective teacher wishes this means to 
conform as closely as possible to his long-term goals in teaching. If we 
are right on this score, a general hypothesis may be offered: as long as 

10 Quite unlike medicine, for instance, where the placement of the prospective 
physician is most often in hospitals serving the "underprivileged." Consider what 
would happen if physicians were asked to "volunteer" for the city hospital. 
Prospective physicians intern in these hospitals as a matter Of course. It's probably 
better experience. 
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the outlook of prospective teachers and the content of pre-service prep- 
aration remain as is, colleges of education and all agencies interested in 
preparing young people for teaching will experience difficulty in recruit- 
ing teachers for "difficult" schools. Our major task will be to find some 
way to indicate the professional rewards in the culturally different situation 
and to base instruction and experience in the undergraduate years on the 
realties of these situations. Unless this is done, we can look forward to a 
limited number of teachers, both prospective and regular, who will actively 
seek the kinds of challenges in these schools. 1 * 

The second major area that must be indicated in the assessment of the 
program includes the degree of responsibility, effort and professional out- 
look shown by all involved. The staffs of the school and college worked 
constantly on the problems that came up. The issue of reading was thorny, 
but was resolved satisfactorily when discussed in conferences, and when 
the students were able to see a demonstration of a developmental lesson in 
an English class. The question of the non-English-speaking child was (and 
is) extraordinarily difficult because of the kinds of problems which grow 
from this basic situation. This too was resolved when the school indicated 
that certain kinds of skills, such as word attack and vocabulary, are taught 
by all teachers in the school during each period of the day. In meeting and 
speaking with the "new-entrants teacher," a teacher who knows Spanish 
and teaches English as a second language, the student teachers gained a 
new insight into the kinds of skills necessary to teach the child who has a 
non-English-speaking and -reading background. 

The student teacher learns quickly that many children have a need for 
an orderly structure in the classroom situation, and that the teacher must 
plan each minute of the day's work. These kinds of appreciations and 
skills came about only because of the close cooperation between the staff 
of the school and the staff of the college. And now, the situation has 
reached the point where much of the staff of at least one school consists 
of our former student teachers, and we consequently have a running start 
on the preparation of recent volunteers. 

A third area of assessment would be the deep appreciation of the com- 
munity and its problems. When students meet community leaders and see 
first-hand the kinds of situations they must face, it does produce differences 
in their outlooks and attitudes. To realize that many of the students they 
teach face unbelievably difficult situations at home and have, in spite of 
the problems, achieved what they have, helps them appreciate the school- 

11 It may well be that the necessity for all teachers to understand the problems of 
the school which is "difficult," may require those responsible for the preparation of 
teachers to require experience in these schools. 
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community relationship. Statements like: "I never realized the kinds of 
problems these kids face," or "Harlem is more than a street corner meeting 
or a subway ride," indicate that these student teachers have at least begun 
to see the deprived neighborhood in its community and school setting. 
This aspect of the program has, we trust, helped prospective teachers un- 
derstand the background and gain some insights into the lives of children 
from depressed areas. 

Lastly one would have to note the active involvement of the student 
teacher in the work of the classroom. Nothing can substitute for this ex- 
perience. We are most fortunate in having worked with principals and 
teachers who understand what we were attempting to do and who have 
given over much of their classroom time to these prospective teachers. 
Without this large block of actual teaching experience we would surely 
have had a much more difficult time, for it is in the process of teaching, 
with guidance and help, that the beginning teacher learns much of what 
must be learned. He learns the value of planning, and he learns to carry 
forward the day to day task of the teacher, which is sometimes difficult, 
but always rewarding. 

Implications 

Most often, implications are guesses. The guesses to be made about this 
program have point and substance for future investigations concerning 
teacher education in urban schools. The following should be considered: 

1. Could it be that the preparation of teachers for urban schools will 
have to move from the college classroom to the public school? As one 
looks at teacher-preparation programs and then turns his attention to the 
demands of many schools in the urban context, he is struck by the dis- 
proportionate amount of time the student spends sitting and listening. The 
usual pattern of courses, both in and out of the professional sequence, need 
revision, and part of the necessary revision may be a greater allocation of 
time spent in "internships" under the guidance and supervision of a team of 
skilled professionals. The pattern of courses culminating in one semester 
programs of student teaching for one half day is not realistic if the student 
is going to teach in urban schools. 

It may be that all teachers in urban areas, whether they are in. "diffi- 
cult" schools or not, must have a greater degree of understanding in deal- 
ing with the unique kinds of problems which will surely be with the big 
cities for decades to come. Included in this kind of rethinking must be a 
long, hard look at the content of courses and the kinds of experiences 
which will precede a more intensive internship. For whom are textbooks 
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in educational psychology written? What role shall philosophy of edu- 
cation play in this new situation? How shall we look at the methods of 
teaching this or that in relationship to a whole new set of concepts about 
urban schools? What shall the role for evaluation and measurement be 
in a context where children do not fit the traditional molds? These and 
other kinds of questions need looking at by those who wish to have 
teacher-preparation programs meet certain kinds of basic social needs. I 
would venture the point that we either do this rethinking and retooling 
or we will have to accept the proposition that we will find ourselves more 
and more in a vacuum a vacuum in which the social realities of our time 
play little role in the preparation of teachers. 

2. While on the subject of reconstruction in the pre-service area, let 
us not forget the entire college and university program which should play 
a role in this new venture. It is impossible for me to conceive of a teacher- 
education program that would ignore the giant contribution that the entire 
liberal arts faculty could make in this cooperative endeavor. The various 
disciplines may well wish to undertake, in conjunction with those specific- 
ally charged with teacher preparation, a reconstruction of the courses and 
experiences deemed necessary for the enlightened, able, and skilled 
teacher. The new challenges of the urban schools require that the best 
minds from all fields come together for a parley on what needs to be done 
and how to go about doing it. 12 

3. It is apparent that when someone has a direct stake in a problem he 
is more likely to pay attention to what the problem is about. When a 
school has a more direct interest and stake in the preparation of teachers 
it seems that an entirely different atmosphere is born. We may have to 
rethink the different ways in which the public school can afford guidance 
and aid to the teacher preparation program. While many of us in the 
colleges have seen incompetence in the schools, it is time that we admit 
that many highly skilled, well trained and very able professionals in the 
schools can and will help us in the preparation of teachers. They can and 
they will, and we must find ways to involve, more directly, the able per- 
sonnel in the schools. This cooperative venture need not be a one way 
street where we utilize only their talents in the schools. Indeed, it is time 
that we enable the most able in the schools to come to our bailiwick, to 
our classrooms in the college, and give us a few lessons. Nothing could 
be more refreshing than to have a person who is a teacher in the public 
schools come to an educational-psychology classroom and discuss with 

12 In our program, the gaps in cultural anthropology, urban sociology, Negro and 
Puerto Rican history, and social psychology proved to be severe handicaps for the 
teachers. 
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prospective teachers the problems and issues of learning in the "difficult" 
school. 

4. If what we have found is valid and reliable, then school systems must 
look at the policy they are following in staffing schools in depressed areas. 
The "forced transfer" has little to recommend it, and the appointment of 
new teachers without advance preparation for the situation they will face 
seems to be asking for trouble. It seems that schools in big cities will have 
to explore new ways to induct the newly appointed teacher into the skills, 
understandings and abilities necessary to get on with the job of teaching. 
Possibilities include: (a) a two-week workshop for all newly appointed 
teachers who have received their appointment in "difficult" schools; (fe) 
a reduced teaching load for a semester or a year to give experienced per- 
sonnel the opportunity to work, in a systematic fashion, with newly ap- 
pointed teachers. If our program indicates anything, it does tell the story 
that a lot of time and effort must go into the preparation of teachers for 
these special situations. 

Summing Up 

All of us engaged in the preparation of teachers must review every so 
often just what it is we are trying to do and what we have available to do 
the job. From the experience of the past two and one half years we have 
learned that some things may need to be changed and that we will have to 
continue reassessing what we are doing in terms of the objectives we seek. 
At base, this program has been an experiment in seeking those ways in 
which the democratic ethic can be extended to groups of people who 
seem to be educationally disenfranchised. It has been, and will continue 
to be, exciting work. 

A final note. Nothing, absolutely nothing, can substitute for the deter- 
mination, drive, skill, motivation, and understanding shown by the stu- 
dents now teachers in their work. It has been my privilege to be part 
of the work they are doing; it is my conviction that much more needs to 
be done. 
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In all the planning for an improved education of children who live in 
slum ghettos and have been denied the experiences of the American mid- 
dle-class culture, it seems to me that the classroom life in a school has 
always been the key to any progress and the area of most neglect. The 
thinking has been what can we do with these children outside the class- 
room to help them adjust to the usual experiences and demands of a class- 
room? But how often have we reversed the question and asked what 
kind of classroom can reach these children? It has been asked rarely 
if at all. 

Focus on the New Classroom 

The talents and energies of educators, in recent years, have gone into 
other concerns. There has been the important work with less-biased and 
more-comprehensive intelligence testing. The reading problem has been 
recognized, and facilities for remedial help have grown. There has been 
greater awareness of the need for guidance and psychological services in 
the slum-area schools. With lower-class groups in the big cities, there are 
increasing efforts to change parental indifference or despair about the 
value of school. Their children are being counseled individually about 
future goals and are being exposed to new "horizons" on trips after the 
school day. There has been a flurry of new testing, guidance, remedial 
reading, and extra-curricular enrichment programs. And all of this has 
been outside the classroom life, providing the latter with indirect effects 
but not really altering the essential conditions of classroom experience. 

It is true that now a change seems to be in the wind. All the specialists 
and activities outside the classroom, it becomes clear, do not provide the 
panaceas for which bewildered and harassed educators had hoped. And 
the new supply cannot meet the demand: the problem children involved 
in the new services are but a handful of the many children whose needs 
put the teacher in despair. Where can we get all the specialists that these 
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children require, whose individual problems are so diverse and many 
and upon whom fall all the depriving, crippling effects of poverty, racial 
restrictions, and family breakup? There may not ever be a sufficient num- 
ber of non-classroom specialists to help so many children. The classroom 
alone is capable of handling the mere problem of logistics, of providing 
the techniques and tools that can help so many children to learn. 

But how to reach all the bored, defiant, confused, sullen children who 
have had so much failure that they will scarcely try again to pay attention 
in school and do the work there? It was once easy to dismiss this prob- 
lem as being the responsibility of the classroom. The outside specialists 
would treat the most difficult children and this would sufficiently relieve 
the teacher to do her work. But in our schools we have seen that the 
"very difficult children" are almost a norm among the culturally disad- 
vantaged youngsters, and those who are given the special help often re- 
turn to the classroom as difficult as ever. There is no overnight cure for 
the attitudes, fears, defenses, deficiencies in children that grew so early, 
over so many years. Neither the teacher nor the school, therefore, have 
their panacea, and we are all learning to be more patient and to look 
again at what we can do in the classroom. 

There are new questions about the curriculum activities that must be 
developed for these children, and about the teaching materials and strate- 
gies that will spur their learning in a classroom. These are subjects that 
are now especially open for exploration. This seems to be a time when 
educators are again daring to overturn the traditional classroom and to 
develop school designs for various class sizes, for new kinds of teacher- 
pupil and teacher-teacher interaction, for new mechanical and electronic 
tools of instruction, and for new ways of structuring the different fields of 
knowledge. Everywhere in the professional literature now one reads 
about these developments. But we who work with culturally disadvan- 
taged youngsters are well aware that this ferment of new ideas did not 
arise from any concern with educating slum children more effectively. 
We know it originates in the long debate over standards and hopes for the 
educationally privileged and capable children who do not live in the de- 
pressed areas of the city. 

Though the new mood for school experimentation arose out of such 
one-sided concern, we can still welcome it as a support for our own efforts 
to change the status quo, and we may hope that it becomes contagious. We 
seem to be similarly struggling with new insights about intelligence and 
about a school's role in society. Just as the suburban communities may 
require a new kind of school, so too may our tenement communities of 
people disinherited from the main-line culture and its opportunities re- 
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quire one. We may see that our efforts so far have been piecemeal, or that 
they have been leading all along to a new kind of school for disadvantaged 
children. 

The question is do we know the kind of school we want, the services 
and classroom life it ought to have? Will we be led by the need to copy 
the educational changes elsewhere, or by a set of goals that relate to our 
children's potentials and problems. It is no secret that there are strong 
pressures to merely seek equal school facilities and curricula, or to see 
that slum children have aspkations equal to those in the more privileged 
youngsters. The trouble is, what we want may not be equal to what our 
children need. 

There may be irony too, in that the schools we emulate on the other 
side of the tracks may not be meeting their own children's needs. After 
all, an education guided by the demand for more scientists and linguists 
may be as narrow as the one we are often urged to give to our children 
an education based on preventing juvenile delinquency. Both objectives 
have their importance, no doubt, and both may legitimately influence the 
planning of a school; but surely they do not begin to consider the values 
that a child can realize for himself and his society. 

What is of value for our children to learn, in a society that limits the 
opportunities of dark people and of uneducated people? In determining 
what to teach, shall we guide ourselves by the fact that many of our Negro, 
Puerto Rican, Mexican children will remain in lower-class worlds, em- 
ployed in temporary or menial jobs where the literature they have read 
in school, the languages and history studied, perhaps even the reading and 
writing skills will be irrelevant or of little value? Or should we simply 
"bet on the best" and gear our teaching to that stubborn, talented minority 
of children who can break through to the middle-class jobs and style of 
living? Since we hold to the principles of a democratic society, these 
alternatives will make us ill at ease. We will ask whether a way can exist 
between such choices. But there is none, we will discover eventually. The 
choices are unreal and do not exist in a classroom where there is freedom 
to learn. The children see to that not just slum youngsters but any chil- 
dren for whom a special future is projected. They will not be claimed by 
our visions even if we resolve to break their will and rigorously train 
them in a certain outlook or set of skills. 

This, too, is a choice. Many teachers are making it, though it is again 
a choice without reality or consideration of the values gained and lost. 
Some teachers feel they must protect themselves by the repression of chil- 
dren's impulses and interests. Some think these underprivileged young- 
sters are too limited for any other classroom approach. In any case they 
choose the way of rigorous training, unbending structure and discipline, 
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careful avoidance of any stimulation. Perhaps the idea of a blackboard 
jungle in a slum school is now archaic, for in spite of occasional disorder 
the norm may be something else: apathy, listlessness, quietly tuning out 
the teacher's drone and the classroom irrelevancy. 

The "training" choice does not work, no matter how quiet and malleable 
the children become in a classroom. Whatever useful knowledge is gained 
can never cancel the loss in self-confidence, and in intelligence too. We 
have learned from clinical and educational research that being dominated 
means the denial of feelings. And this not only insults one's integrity 
with the consequence rage one must control; it constricts the abilities that 
help one to perceive and to think effectively. This insight is not new, as 
anyone who has taken education courses in the last two decades knows. 
But many teachers in the slum schools will deny it. They are bewildered 
and desperate, they feel they cannot reach these children, they clutch at 
the teaching choices mentioned (which their own experience and educa- 
tion contradict), they bitterly submit to a "trainer's" role or misguidedly 
try a clinician's role, and they no longer have faith that they can be teach- 
ers any more in these classrooms. 

In how many schools is this true? I feel that the loss of teacher morale is 
widespread, though my experience with it has been mostly in New York. 
Why is it occurring? I have already sketched some of the mislaid hopes 
for improvement and some of the confusion about educational values and 
goals. But there are many other reasons for this, too complex and far 
afield from the scope of the present remarks. I have tried, so far, to pre- 
sent the broad scope of a problem in which many educators are deeply 
involved, and in which most of my professional life has been involved as 
a teacher having to learn his own lessons about teacher disadvantaged 
youngsters, and as a teacher-educator currently trying to prepare young, 
middle-class persons to teach in the underprivileged neighborhoods. Now 
I want to put this over-all problem of providing a good education for slum 
children, on the scale of one small effort to seek solutions. 

BRIDGE A Teacher-Education Study 

The original focus in this paper was on the classroom's importance. I 
have asked questions about a new kind of classroom and school for de- 
prived lower-class children, and about the values to guide us in such in- 
novation. It may be these are questions that we cannot answer yet, be- 
cause we do not have enough experimentation and experience to be able 
to do so. But in the area of developing teacher competency and morale 
for the "difficult" city schools, we can clarify, perhaps, some issues that 
are central to these questions. 

This is the area of concern for a research study on which several col- 
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leagues and I at Queens College are presently collaborating. 1 The project 
is called BRIDGE, and the name is a code for the following phrase: 
Building Resources of Instruction for Disadvantaged Groups in Edu- 
cation. Our main objective has to do with our teacher-education pro- 
gram and how we can better prepare teachers to help slum children to 
learn. In a way, our project is meant to be a bridge for ourselves, to close 
a gap between our perspectives on a quiet campus remote from a slum 
and the realities in teaching children whose attention is limited, whose 
language is meager or different, and whose concerns are with failure and 
loss rather than the good future that a middle-class child believes in and 
is motivated to reach. We knew we had a lot to learn. In the one year 
that our project has been in operation we think we have gained something 
valuable for ourselves, and perhaps for educators in a larger field. 

The design that has been developed in BRIDGE encompasses an in- 
quiry along several lines. One phase of this design is a three-year "demon- 
stration," in a junior high school in a lower-class Negro neighborhood. 
To have a teaching and curriculum laboratory, we have set up a small 
school in an existing large school. We have been able to take at random 
ninety youngsters from an incoming seventh grade and put them into three 
classes, whose group sizes are average in such a school. We have selected 
three teachers who are recent graduates of our teacher-education program, 
to instruct these youngsters in the major academic areas of English, social 
studies, math and science. For all other subjects or activities, our young- 
sters will participate with the rest of the school population and teachers. 
It is our plan to have our three teachers stay with this demonstration for 
the entire time of the junior high school period. Thus they will have a 
three-year opportunity to learn about these children and how to teach 
them effectively. 

Another key factor in our demonstration is the role of someone we call 
the "coordinating teacher," who represents a supervisory experiment in 
meeting teachers' needs in such a school. We have hired an experienced 
teacher to fill this role. Her reports and frequent consultations with us 
have done much to clarify our own shortcomings in preparing these teach- 
ers and the in-service help that the young, new teachers need. We feel 
that our coordinating teacher, if not involved in the BRIDGE research 
activities, could supervise an additional three or four teachers. She is, 

1 Professors Helen Storen, Albert J. Harris, Robert Edgar, and Leonard Kornberg 
are conducting this study, which is partly supported by funds from the United States 
Office of Education (Project #935) and from the following private agencies: New 
York Foundation, New York Fund for Children, Taconic Foundation, Hofheimer 
Foundation, and the New York Times Foundation. Public Education Association 
of New York is sponsoring this project. 
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therefore, partially modeling a supervisory arrangement that we think 
could be economically feasible and of special value to the "difficult" 
schools. Our year's experience, so far, has strengthened our belief that 
teacher supervision must be radically different from the usual advice and 
ratings, or the in-service courses. We feel that it must be an on-going 
guidance of teacher-child familiarization and relationship. For this per- 
sonal interaction seems to be basic to whatever helps disadvantaged chil- 
dren to learn or to work at learning. 

We are attempting to cover the prescribed three-year syllabus in our 
subject-matter areas, though trying out sequences, content organizations, 
and material that are new and not ordinarily in use. We are exploring 
various techniques, especially ways of individualizing in large classroom 
groups. The reading deficiencies plague us (only fifteen children read at 
grade level, and the average retardation is two years) . The lack of atten- 
tion skills among these children continually harasses our teachers. The 
peer group jealousies and conflicts are volatile forces in the classroom, 
unpredictably erupting especially as the youngsters grow to like and 
depend on our teachers. It is a day-to-day struggle of structuring and 
clarifying the reality of group procedures and of verbal concepts and of 
the teacher's feelings for me: me the Negro child, almost always preached 
at in school by people who cared only for a better, different "me" not for 
what I really am. 

We do not have measurable results so far, that would show we have 
had significant impact on the youngsters of our demonstration classes. We 
have initiated a plan involving two control groups, with which to compare 
our classes' performance on intelligence and achievement testing. (The 
Wechsler Intelligence Test for Children and the Metropolitan Achieve- 
ment Tests are being used.) But in the event that our experimental group 
at the end of three years shows significant progress, we will not be able 
to point to any one teaching strategy as the causative factor. This may 
distress the very research-minded person who disdains any but the tightest 
experimental design. We had a choice to lower our sights and control a 
very narrow scope of teaching experiences, or to observe the vast flow of 
events that make up teaching and learning in a classroom. One of the 
reasons we chose the latter approach was because in a slum school the 
classroom was simply so unfamiliar and new to us. We called this part 
of BRIDGE, therefore, a demonstration study, rather than experiment. 
We also agreed that what was at stake was a design for the growth of a 
teacher rather than any one pattern for instruction. 

If our youngsters show important gains, we will be able to say that many 
things worked: within our supervisory design, our young teachers learned 
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to reach these children and to make school work meaningful for them. If 
the testing results show no gains, at least we will have evidence of class 
material and activities that stirred interest, of potentials in these children 
we had not expected, and of the varied behavior and learning difficulties 
to anticipate in teaching such youngsters. In addition, perhaps, we will 
have found ways to help the teacher remain a professional person in a 
school whose pressures often are demoralizing. Regardless of the test 
results, at the end of our study we should be better able to prepare our 
future teachers for the "difficult" schools and disadvantaged children. 

One finding is already on hand, even though we can offer no statistical 
proof for it. It represents a one-year tryout of a supervisory technique 
which our teachers feel has been especially helpful. The technique is to 
have a weekly case study conference on one child, with all teachers present 
and with each one having independently prepared a report before the 
meeting. In this way the conference participants are able to read about 
the child's behavior in three classrooms, as well as to study the summary 
of pertinent information from school records and psychological testing. 
The conference focus is educational: what do and should the classroom 
teachers know about the child's ability and interests, about the reasons 
for his misconduct or withdrawal, about ways of building his trust and 
self-confidence, about classroom activities that could be adapted to his 
needs? 

We do not claim that every case study conference produces revealing 
insights and absolute solutions, but we do believe this framework for regu- 
lar inquiries about individual children has a cumulative effect. It is a 
weekly struggle to understand child behavior, to explore new teaching 
approaches, and inevitably to become aware of one's own feelings and 
distorted views about these children. We feel that it could be instituted 
in most schools like the one in which we are working. Wherever a school 
population has so many skill deficiencies and emotional handicaps, re- 
quiring classroom individualization and sensitive relationships with the 
teacher, the case study process might be of great value. It has one other 
possibility, not yet mentioned, in that it offers a concrete way for the 
guidance and psychological staff in the school to both help and learn from 
the classroom teachers. 

I have gone into extensive detail describing the demonstration phase of 
our study. It might be necessary to recall, therefore, that there are other 
aspects of the BRIDGE Project. One of these involves the work of our 
full-time psychologist, who has been testing our experimental and control 
groups and who will be using a variety of psychological instruments to 
probe the learning potentials of these youngsters. We also hope to get 
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sufficient sociological data on our children's backgrounds and present 
circumstances, so that we might further clarify the patterns of school 
readiness that we find in our classrooms. 

Enriching the College Program 

Another phase of the project involves the effort to share with our col- 
leagues in Queens College what we are learning about the education of 
underprivileged children. One form this has taken is in arranging confer- 
ences on topics like "the reading problem" or "the new teacher's adjust- 
ment" in secondary schools. But the most meaningful contribution is 
simply to use project funds so that faculty members can visit the slum 
schools. We are doing this on a rotation basis, making part of a semester 
schedule available to those who want to see the different classrooms in 
difficult schools and in our demonstration. 

One other phase of the BRIDGE Project also affects our colleagues 
and college classes. I would like to speak about it in some detail. It in- 
volves the development of a new field-experience program for our students 
in the adolescent- and educational-psychology courses. In the Queens 
College program for secondary-school teacher preparation, these courses 
provide a foundation in theories of adolescent behavior, group leadership, 
educational measurement, and classroom learning. They are similar to 
courses in other undergraduate programs of teacher education, in that 
they precede the "methods" courses and in that they frequently require 
field experiences with children. This is done either through the use of 
child studies or, as in our case, through cooperation with community rec- 
reation and group-work agencies. In this way, our students work with and 
observe adolescents in lounges, clubs, or mass recreational activities. We 
have been placing them in such settings for a number of years, with vary- 
ing success. Many of our students have gained confidence in leadership 
skills with adolescents, and in relationships with lower-class youngsters. 
Many others have had less productive experiences, without opportunities 
for leadership, being put in passive roles, and often working with middle- 
class youngsters with whom they just overidentify. 

In judging the value of this program for our teacher-education goals, we 
have had the dilemma that hounds teacher educators everywhere. What 
early experiences promote a teacher's "professional self?" Does this par- 
ticipation in an agency spur or limit these students' interest in teaching 
adolescents? Does it help the college student to sharpen his identity as a 
young adult and to combine this new feeling about himself with greater 
patience for the immaturity and growing pains of adolescents? Does it 
create false impressions about working with adolescents in a classroom, 
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or about group leadership in a classroom? (Regardless of our ideals and 
wishes, the realities of a classroom in a typical, city school are different 
from the realities of an evening youth program in a community agency.) 

These are still unresolved questions for us, and they have led to experi- 
mentation with a new field experience for our psychology courses. We 
call it a program of "Bridge Groups," and it works in the following man- 
ner: ten students are placed in a junior high school in an underprivileged 
neighborhood, for the same afternoon a week over a period of twenty- 
four weeks, each student to work with a small group of youngsters who 
will come voluntarily for help with school problems. Our project funds en- 
able us to hire an experienced teacher in each school to supervise the 
Queens College students. The cooperation of the school principal and 
guidance counselors is necessary to support and publicize the work. Our 
Queens students meet with five or six youngsters, and gradually there 
evolve "bridges" to reading or to science, algebra, history, arithmetic, 
French. All of these are areas in which particular "Bridge Groups" have 
built a program of activities. 

We try to be realistic about the abilities of our Queens students, and 
remind them as well as the junior high school supervisors that they are 
not trained teachers or remedial experts. We do not want them to lecture 
and drill these youngsters, or extend in other ways the 9 to 3 o'clock school 
experiences. They can answer questions, help with homework, make up 
instructional games, feel free to go on tangents about personal experi- 
ences, or encourage group projects like tape-recording a play or writing 
to "pen pals." The important thing is to get to know these youngsters and 
to become meaningfully related to them and not to expect that they in- 
dividually in this short time can make up all the skills these children lack 
in school. This is hard for our college students to accept as first, but they 
learn and their struggle to have school material make sense to these 
youngsters becomes part of learning to build personal relationships with 
them. It is good preparation, we believe, for some of the future dilemmas 
and opportunities in teaching. 

In the past year this program of "Bridge Groups" was tried out in five 
junior high schools, all located in depressed areas of the city. There were 
some fifty college students involved for a year, with some three hundred 
to four hundred youngsters, at an expense that came to about $1500. The 
point is that for a little money a lot of dis advantaged youngsters had ex- 
periences of school enrichment, and many future teachers had opportuni- 
ties to understand and work with such children. Again, we feel we are 
trying out a model that is economically feasible and that can be duplicated 
in other programs of teacher-education. 
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Next year we will repeat this project with new students, in a frame- 
work of more systematic evaluation. We will use controls and attempt 
to see the impact that the "Bridge Groups" and other types of field-experi- 
ence will have on our students. We will get data on student backgrounds, 
on their attitudes and perceptions, on drop-outs from our program, and 
on the preferences for the types of youngsters our students want to teach. 
This may deepen our understanding of the predominantly white, middle- 
class young people whom we teach and in whom we try to instill a pro- 
fessional commitment that often goes counter to their late-adolescent 
values. With the "Bridge Groups" we are playing hunches that may be 
difficult to prove: (a) that our 20-year olds will be significantly affected 
by this experience of really being needed and being able to ofier help; 
and (&) that some kind of teacher experience is needed at the beginning 
of a teacher-education program rather than (as is frequent now) only at 
its end. We assume that such early experience with disadvantaged chil- 
dren will jar the stereotypes about teaching and learning that our college 
students have who are typically so grade conscious, so bent on taking 
notes and memorizing, and so oblivious to the fact that learning is a per- 
sonal enrichment. These slum youngsters will enlighten them about this 
fact and may also encourage more of them to want to teach such chil- 
dren. 

New Demands on Teachers and Professionals 

This is the scope of and some of the rationale for what we are doing in 
the BRIDGE Project. The comprehensive focus is on preparing teachers 
for the "difficult" schools, in which staff recruitment barely matches the 
staff turnover. We do not have a special recruitment goal, though we 
hope to attract our students to such schools. We are interested more in 
the long-term question of how our graduates can be competent and con- 
fident teachers in such schools. In its first year, the BRIDGE experiences 
have had an effect on us that seems unshakable. We are convinced that 
a better professional education must be found, on the pre-service and in- 
service levels, to make meaningful teachers for these alienated children. 
This is not a new or remarkable insight, but it has hit us with the special 
urgency of an idea that personal experience confirms and widespread in- 
difference abuses. We have seen what the pressures demand in teaching 
disadvantaged youngsters: the professional's ability to know where his 
needs end and the children's begin, to use himself as a real person who 
is not the punitive stereotype of "teacher" in these children's eyes, to be 
able to free the bars to communication and to caring, and to be devoted to 
values that make the current dilemmas understandable, if not yet solved. 
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We have also seen so many instances where this need for professional 
development is ignored. Do we not all see this indifference in the recruit- 
ment programs now under way in many cities, where untrained people 
are being encouraged to teach? The excuse is always reasonable. If there 
are not enough qualified people, somebody has to be brought into the 
classroom. So provisional licenses are granted, and later permanent ones, 
too, to people who never wanted to teach and do not care to teach now 
except that they liked other jobs less. Surely this is not the way and these 
are not the persons to staff the schools we have been talking about. Where 
the greatest needs exist we cannot rely on those who are least capable. 
And yet we do, in so many of these slum schools. 

The point in question is not the need for, but the rule of such expedi- 
ency, that ends in having staff recruitment undermine the long-term staff 
competency. I believe that the teacher's professional growth is the key 
to the staff problems in the "difficult" schools. In the long run it has the 
most bearing on recruitment, as well as the most effect in educating the 
children. Is it not time to change our recruitment techniques by stressing 
the professional nature of the work to be done: by offering salary and 
other status differentials to the trained teachers, by supporting internships 
and other forms of teacher education for newcomers to the job, and by 
creating continuity between the schools and the programs of professional 
education? This latter point is central to what we are seeing in BRIDGE. 
Professional development is a continuous learning process; it occurs in 
the pre-service and in-service evaluation of a continuing practice to teach 
children. If we end this process prematurely or deny it altogether, are 
we not giving up on teaching as professional work? Or have some school 
officials simply concluded that teaching disadvantaged children is not 
"teaching," not in the scope of the professional's work? 

What I have been stressing is that we had better become preoccupied 
with the kinds of teachers we are getting. The real issue in educating slum 
children, as we see in visiting their schools, is whether the classroom life 
creates alienation or relationships. Whatever it is will depend on the 
kind of professional person the teacher is. It will depend on insights 
about these children and on competencies for teaching them. Let me re- 
view what some of this understanding and skill might involve. 

One thing I have learned about these children's needs is that they can- 
not be "relativized," or attributed to a specific lower-class culture. The 
idea of some educators that anthropologists are required in each school to 
inform teachers of lower-class experience and behavior, has only a limited 
value to me. For the individual child's needs revolve around specific 
families and people rather than this aggregate pattern of a lower-class 
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culture. I am not denying the insights that come by knowing about the 
larger social world in which the child and his family live. But I think we 
are in danger of mis-using this sociological view, to the neglect of seeing 
the child's struggle simply to grow up, to cope with more than a particular 
culture or culture conflict. 

In spite of my own recourse to abbreviations, we are not educating a 
particular-class child or a "culturally deprived" child (which is a phrase 
I have avoided studiously). The reason is that there is no such child. It 
is obvious, once it is pointed out, that to be deprived of a culture means 
not to exist in any human terms. In other words, every child grows up 
with a culture. But he grows up with something more, which is not so 
obvious. He moves from the magical self-centeredness of early childhood 
to the reality of separation, of being alone with a body and feelings that 
are his, that he must protect in a world that goes its own way regardless 
of his wishes. This is the human state, not a particular culture's condi- 
tion, and every child everywhere learns or does not learn to cope with 
this reality. The point I am getting to is that there is an aspect of intelli- 
gence that should develop very early in life we can call it "ego ability" 
that makes it possible to learn about a culture, about its expectations 
and symbols and heritage. Ego ability enables us to keep our balance 
with reality, to learn how to meet its changing demands: to develop at- 
tention skills, to recognize and care for tools, to wait for and earn one's 
pleasure, to tolerate pleasant surprise as well as disappointment, to with- 
stand the contagion of group moods, to differentiate the painful past from 
the present, to share with others particularly to share with others the 
people who are important to oneself. This list is obviously incomplete, 
but perhaps it indicates some of the ego deficiencies (rather than cultural 
lacks) that can severely handicap children in a classroom. 

Do most children from slum ghettoes lack adequate ego abilities? I do 
not know. Here is where research is desperately wanting. We do know 
something about the conditions in which ego development occurs. And 
we wonder how these conditions can exist with the pressures of inferior 
caste and poverty: with parental absence or neglect, with too many in- 
different or briefly caring people around the child, with unpredictable 
times and places for the child's eating and even sleeping. For this child 
there are few "anchoring" relationships by which to find one's place 
in a world one trusts, by which to learn because one wants to please some- 
one whose care one has grown to need. 

There is no doubt that many slum children have deficiencies of ego 
development and must be helped to learn how to learn. But it must not 
be thought that this is a unique responsibility in schools of depressed 



274 Teachers for Depressed Area 

neighborhoods. Every kindergarten or early grade teacher, wittingly or 
not, must help her children to mature in ego abilities. And sensitive 
teachers of adolescents know that their students are having trouble coping 
with the reality-balance of inner feelings and outer demands. I am con- 
vinced that education as a theoretical discipline must include ego develop- 
ment as a dimension of intelligence and an objective in teaching. The 
practical problem of promoting ego ability in a classroom, however, brings 
us to the question about teacher competencies which I would like to defer 
for a while, I have a few more remarks about the problems that slum 
children have when they try to learn in our schools. 

To me the salient characteristic about these children in a classroom is 
their alienation. To use their jargon, they are not "with it." They go 
through the motions of class activity or remain indifferent to it, finding 
their own distractions a few simply putting their heads on the desk and 
sleeping. With the teacher they are sullenly distant or sometimes shrewdly 
defiant and always suspicious. One wonders what has brought this 
"armed truce" to so many classrooms. (There are occasional relapses 
into "war.") Part of the answer has to do with the weak ego abilities and 
controls. Some of these children have to use so much energy to stay out 
of trouble, to check their impulses and feelings, that they become very 
tired and very anxious. But even where ego development is adequate, 
there is in the classroom a burden that these children can scarcely bear. 
They have had so much past failure in school, that now there is rarely hope 
for something else. Why try? And besides, the classroom work rarely 
has to do with what they have experienced or find real. Why listen? 

In this situation, a basic factor involves what has been most obvious 
about disadvantaged children: that they have impoverished or discrepant 
culture interests and skills. Their language deficiency, for example, comes 
out in the well-known reading retardation and, more subtly, in their con- 
fusion about what teachers are saying a confusion that begins in the 
earliest grades and that hardly ever gets relieved. It is not the result of 
bilingualism, as some assert. These children simply have not had models 
of such speech, of the intricate combinations of words and phrases. And 
since many teachers mistakenly judge their language readiness or believe 
only that "good English" can affect this readiness, the children remain 
bewildered in school. In this way and others they give up the frustrating 
efforts to learn in school. 

I need not elaborate on this matter of culture abilities. From the most 
basic type involving language and study skills, to the more differentiated 
kind involving the culture's knowledge, these slum children are obviously 
and sadly wanting. What is ignored, however, are the culture abilities 
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they do have. Perhaps they have special interest in and information about 
jobs or about sports, machines, food, policemen, the fight for racial 
equality, the feelings other people have. The list could go on indefinitely, 
and what it would reflect would be forms of intelligence shaped by cul- 
ture that is, curiosity, imagination, ways of thinking, patterns of knowl- 
edge. Do these attributes seem euphemistic when applied to the slum 
children we see in our schools? 

It may be that we have created what we are seeing. We have worked 
with a narrow view of a general ability of intelligence one these children 
always seemed to lack, one that sometimes seemed to be a middle-class 
invention. But we are beginning to find that not only were our intelligence 
tests lacking; so was our very concept of a general ability. It is becoming 
clear that many forms and capacities of intelligence exist, and that teachers 
must learn to respect them in all children. For youngsters from ghetto 
homes, whose feeling of being intellectually adequate has often been 
crushed in school, this new view of intelligence may bring a new self- 
esteem. For their teachers, it may support the old adage about good 
teaching: that you value and build on what the child knows. 

This brings me to the question about teacher competencies for a de- 
pressed-area school. In previous remarks, I have already implied or al- 
luded to some of the requirements, as I have seen them in the BRIDGE 
study and elsewhere. The teacher should respect these children's feelings, 
even when he does not condone their actions; he must be able to individu- 
alize his instruction; he has to stimulate many kinds of reading and oral 
language experiences and guide the listening and comprehension; he 
will have strategies of reasonable, consistent structure and stimulation 
in his classroom; he can use and enlarge on what the child has already 
mastered; and he should be warm, dependable, the kind of person a 
youngster will want to please. These are the skills and qualities of any 
good teacher, it is true, and disadvantaged children need good teachers. 

But in the schools of depressed urban areas, these skills alone are in- 
complete and do not suffice for the job required. There are important 
competencies to be added, and I would like to briefly describe what I think 
they are. The first one I would mention, however, is hard to see as a com- 
petency. It is rather a quality of feeling about one's work a professional's 
intense commitment to his role and objectives. Unless the teacher has this 
commitment, I do not think he will survive the pressures in such a school. 
The difficulties with his children will be severe enough. But he will face, 
too, the ridicule and cynicism of many colleagues. How can he be so 
brash as to really try to teach these children, and do what these other 
teachers have given up trying to do! Many of us have seen this withering, 
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self-defensive abuse of the new teacher, and my graduates always give 
me new details. 

Another important quality for the teacher in such a school is that he 
can be himself that he is an adult and not "one of the boys," that he re- 
spects his own adult difference. There are, at present, a number of no- 
tions that contradict the value of this, that say in effect: the teacher should 
adopt the peer group's values, or he should act as "lower-class" as he can 
to reach his resistive children. They are misguided notions. The fact 
is that these children always know the "phonies," and they deeply resent 
such patronizing and deceit. I think it is a myth that they shy off from 
the middle-class qualities of a teacher. They respond rather to his personal 
qualities to his directness, his self-assurance, his respect for them, his 
enthusiasms, his consistency. The point is these children need somebody 
who can be straight with them and straight with himself which is not 
easy in the trials of a classroom with such children. It will take some 
maturity to be this kind of person, and it will require the most careful 
consideration of the teacher's professional growth. 

This brings me to the final point about teacher competencies for the 
slum schools. What I have already said is necessarily incomplete, and 
whatever generalizations I add must still leave much unsaid. I am now 
more conscious than ever of the limitations of such a discussion about 
teaching ability. It might have been better had I simply advised: find 
the rare classrooms in such schools where good teaching goes on, and 
see the competencies. To generalize about them leaves out the rich, fine 
details which are the heart of the matter. But I am stuck, and I am left to 
cringe at the platitudes I have probably "committed" by my generalizing. 
If I persist a little longer, it is only because my final remarks relate to 
some of the intangibles and details so far unmentioned. 

What makes a teacher meaningful to slum children? I have talked 
about this meeting their needs and about his "reaching" them through 
his caring for them. One other pattern of teacher competency has to do 
with caring about something besides the children. I am not referring to 
a passion for subject matter, although it is an aspect of what I mean. I 
am thinking of a passion for ordering, knowing, and creating reality. 

There are teachers who live in a verbal world primarily, but they do 
not order or create what I conceive as reality. Slum children are lost with 
them, and other children too are lost in their verbalism though less 
dramatically so. There are other teachers, however, who can use the 
classroom to discover and make a world. They delight in doing things, 
in mastering real problems, in transforming what is already known. It 
is not beneath these teachers to reiterate what the rules are for sitting, 
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for passing papers, for taking turns with the classroom jobs. They do not 
see it as trivial for children to have responsibilities in the classroom, to 
be teacher's "assistants," to care for the walls and the windows and the 
closets. 

By doing and encouraging this, some of the important needs of disad- 
vantaged children are met to have clear boundaries and expectations, 
to feel "big," to have a world which hi part they "own." But there is 
something more in this than the children's needs. The teacher of whom 
I am thinking does this to satisfy himself as well. He must live in a struc- 
ture that is clearly defined; he must master a world by knowing and shaping 
it. By this necessity in him to make things clear (from a simple routine to 
a complex rule in grammar) and by his faith that all aspects of reality 
are essentially good to know (the children's interests as well as his own), 
he provides (and completes, as far as I can describe it here) a model of 
teaching which alienated children need desperately. 



PART V , 

School Programs In 
Depressed Areas 



From a number of descriptions of large city efforts to provide for chil- 
dren from depressed urban areas, one observer suggested that the pro- 
grams could be categorized into three different approaches as follows: 

1. The enrichment or "middle-class surrogate" approach. Since children 
from depressed areas either have been deprived of the early readiness ex- 
periences of their middle-class peers or have had different experiences, it is 
necessary to compensate for these deficiencies and differences by program en- 
richment. In effect, this involves taking the child from his family at least 
psychologically and raising him as a middle-class child. This, of course, 
takes a great deal of money. 

; 2. The "we're not-going-to-let-them-do-better-than-we-are-we?" approach. 
This calls for a creative, outstanding individual who is able to meld the familial, 
school, religious, civic, community and political forces into a massive effort 
to upgrade achievement and attain higher standards to show the outsiders this 
can be done. Basically a bootstrap effort to reach higher standards, this requires 
unusually forceful, magnetic leadership. 

3. The "Shavian" or "these-problems-are-rooted-deeply-in-society" ap- 
proach. Since the problems of education in depressed areas are essentially those 
of the broader society, efforts must be made to change community power 
structures, stratification, familial structures, and school procedures. This ap- 
proach requires idealism, courage, imagination and cooperation. 

Such a categorization is descriptive rather than analytic. The under- 
lying assumptions, either explicit or implicit, are seldom examined and a 
sound theoretical framework to guide program planning is yet to be de- 
veloped. The elements of a curriculum design goals, content, method 
and organization, materials and resources, evaluation and the relation- 
ships among these elements have not been analyzed systematically in 
terms of the unique conditions of the urban setting, the realities of urban 
life, and the conditions of the depressed areas. This is not to say that pro- 
gram improvement efforts lack rationale; rather, the assumptions remain 
vague. They need to be spelled out and formulated, for they have mean- 
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ing for the school's role, for its instructional program, for the methods and 
materials used, for the relationships with other agencies. 

In general, there has been no major redesign of educational objectives 
for children residing in depressed areas. Instead, with a heavy Procrustean 
hand, programs have attempted to mold all pupils into traditional school 
products by seeking to alter the conditions in the classroom, the family, 
and the community. Traditional school achievement is verbally oriented 
and concerned, at least at the most idealistic level, with the cultivation of 
individual potential as well as acculturation to societal requirements. The 
Educational Policies Commission poses the challenge in educating the dis- 
advantaged child as follows : 

The educated man, in the American ideal, possesses the motivation and the 
developed mind to dignify his life and to contribute to his society, and he views 
learning as a life-long process. Some children are so far from this ideal as 
to raise doubts about their ability to approach it. For several reasons these 
doubts arise most often in reference to children from deprived backgrounds. 1 

The underlying motives for improving school programs for children in 
depressed urban areas are many. They range from the conviction that the 
basic American ideal of fullest opportunity for individual development is 
intrinsic to national preservation; to the recognition that children from 
disadvantaged homes are poor scholastic performers and constitute a 
severe academic and behavioral problem; and, consequently, to the con- 
cern that the uneducated are responsible for a considerable portion of 
police, welfare and institutional costs. As the Educational Policies Com- 
mission put it, "the unrealized promise in the ignorant mind disturbs not 
only the idealist and the humanist; increasingly it haunts as well those con- 
cerned with the grim demands of national survival." 2 

Efforts to improve school programs in depressed areas vary consider- 
ably in scope and comprehensiveness. Almost all focus in some way on 
the improvement of reading and language skills, for academic success 
depends largely on ability to read. There are projects aimed at revising 
curriculum content, modifying teaching techniques, developing more ap- 
propriate instructional materials, adding professional services and pro- 
viding remedial aid. Some are experimenting with increased use of new 
technological media educational television, programmed instruction, 
individualized materials. A few school systems are testing the possibilities 
of different approaches to staff utilization and class organization such as 
team teaching, non-graded primary units, and special service staffs. Some 

1 Educational Policies Commission, Education and the Disadvantaged American, 
Washington, D.C.: The National Education Association, 1962, pp. 11-12. 

2 Ibid., p. 10. 
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projects are primarily preventive modifications of school or pre-school 
experiences that will reduce the possibilities of failure and consequent 
frustration with school tasks. More programs, however, are remedial and 
corrective of the academic deficiencies of non-achieving pupils. The pre- 
vention or alleviation of delinquency or deviant behavior is the focus of 
some school efforts. Increasingly, schools have begun to measure these 
special improvement projects against the outcomes of education in the 
whole system. Redistricting or rezoning schools, for instance, directly 
affects the climate and the social composition of the buildings involved. 
Designation of certain buildings for special services and additional staff 
can curtail the availability of personnel, funds, and programs in other, 
perhaps more favored schools. The need for whole-picture planning of 
education in metropolis has emphasized the urgency for reappraising the 
practical meaning of equal educational opportunity for all. 

Dr. John H. Fischer analyzes the problems of schools in dealing with 
educational and racial problems while simultaneously helping each indi- 
vidual to make the most of himself for his own satisfaction and for his 
place in a modern, technological society. In the paper written for the 
Fourth Annual Conference of the United State Commission on Civil 
Rights, Fischer evaluates the psychological and cultural aspects of segrega- 
tion in schools. He questions the effectiveness of administrative action in 
resolving educational problems, too many of which disguise the legal or 
political nature of their roots. He declares that the administrator's focus 
must be on securing the conditions for first rate teaching, learning, and 
building positive pupil-teacher relationships. 

Fischer outlines four guidelines for educational policy and plans struc- 
tured around these problems of growing up in depressed areas. First, 
since education is a highly personal affair, there is the need for adapting 
teaching to individual differences. Second, each individual deserves 
greater understanding of his history and of his present environment 
the better to ease curriculum adjustments and teaching techniques. Third, 
the concept of "compensatory educational opportunity" should replace 
the traditional concept of equal opportunity. It is possible that "to achieve 
equality of opportunity within the whole of our culture, it may be neces- 
sary to offer those who are handicapped by their history or their current 
situation not merely equal, but compensatory educational opportunity." 
Finally, Dr. Fischer argues that social engineering, the manipulation of 
pupils solely on the basis of race or cultural deprivation, is irrelevant and 
improper. 

How Detroit Public Schools developed a multiple or total approach to 
the educational problems of the inner core of the city is described by Dr. 
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Carl Marburger. Detailing what he labels the "social pathology" under- 
lying the problems of the depressed area, Marburger examines the effects 
of the middle-class exodus to the suburbs and the city's periphery areas 
and the in-migration of predominantly unskilled, low-income groups. The 
plight of these groups, mainly racial and ethnic minorities, is described in 
the recurring theme of "not enough" not enough income, home life, in- 
formation, skills, motivation all of which are reflected in the child's prep- 
aration for school tasks and hi his performance. The child from a limited 
and disadvantaged background, says Marburger, is "indifferent and pur- 
poseless, a poor communicator who does not respond to normal teaching 
methods and subject matter." Consequently, such children's capabilities 
are largely unfulfilled. Marburger's position is that the school must pro- 
vide more for the disadvantaged child than it normally would, and at the 
same time, it must work with other agencies and services to rebuild the 
family's influence in positive directions. The school, he believes, is the 
single force available to counteract the negative environment which affects 
the child. 

The Detroit Great Cities School Improvement Program has a five-part 
approach aimed at modifying the teaching-learning conditions as well as 
influencing and upgrading the home and neighborhood. The five areas 
include: (a) teacher orientation and training attempting to modify the 
teacher's perceptions of the culturally deprived child (his background and 
scholastic potential) and to develop teaching competencies and insights 
in working with such children; (fc) improved use of available instructional 
materials and equipment and the development of appropriate instructional 
materials and teaching aids; (c) modification of organizational patterns 
for greater flexibility and more efficient programming by means of, for 
example, experiments with team teaching, non-graded primary unit, pre- 
school experiences, extensive use of urban facilities and resources; 
(d) addition of such personnel as coaching and remedial teachers, visiting 
social workers, and school-community agents, and (e) involvement of 
public and private agencies in developing school-home-community ac- 
tivities. Detroit uses the area schools as the instrument for initiating, 
leading, and coordinating efforts to upgrade community life. Where other 
agencies are functioning effectively, the schools simply cooperate with 
them. 

Primary emphasis on improving instructional practices has been 
through workshops and in-service experiences for teachers. These efforts 
seek to change teachers' perceptions through involvement in curriculum 
studies. Teachers are encouraged to innovate, to experiment, to adapt 
and modify. The project's focus on teacher-expectation has pointed up 
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the impact such anticipations have on pupil achievements; teachers hope- 
ful of their students' progress convey this through the nuances of their 
behavior in the classroom. The Detroit program is striving to create and 
test instructional materials and other resources to "combat the corrosive 
influences of emotional and physical poverty with which many . . . students 
live day in and day out." Other efforts are aimed at making the curriculum 
as meaningful and as rich as possible tailoring, but not restricting, the 
school program to the experiential backgrounds of the children. 

The schools have become, in effect, community educational centers, 
operating from early morning until late at night, year round. The after- 
school and evening programs are of both a remedial and an enrichment 
nature and serve adults, youth and children. The summer school pro- 
gram is especially important, not only as a source of educational and rec- 
reational opportunities but as a bridge from one school year to the next. 

Marburger underscores the significance of the school principal's ad- 
ministrative style in determining how extensively teachers will test out 
new ideas and try imaginative approaches in the classroom. A school 
principal who is restrictive rather than non-restrictive, authoritarian in- 
stead of democratic and legalistic rather than expeditious can curtail en- 
thusiasm and circumscribe invention to the point of nullifying experi- 
mental programs. 

Henry Saltzman urges the development of community schools in de- 
pressed urban areas. Such schools would work for recognition as insti- 
tutions dedicated to the neighborhood and its children, capable of action 
which appears significant to the community. Planning for community 
schools in depressed areas must precede the design and construction of 
the building itself and should allocate budget for the necessary admini- 
strative talent. Four agencies the Board of Education, the Urban Re- 
newal Agency, the publicly supported social agencies, and the health and 
welfare council would each contribute to long-range planning for com- 
munity-based programs. Thus, many agencies, both public and private, 
would plan together. Selecting principals and key staff members and 
assigning them to the depressed area long before school opens, enable 
these personnel to participate in school planning, to become involved in 
and recognized as part of the community. Inevitably, such personnel de- 
velop greater understanding of and identification with the community, its 
needs and its leaders. 

Saltzman calls for more effective collection of data about each child, 
data which can be fed to the classroom teacher and to other professional 
staff members responsible for better planning. In addition, systematic 
feedback procedures should circulate information from after-school com- 
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munity activities to classroom teachers, as an aid in planning richer edu- 
cational experiences. 

The main thesis of Saltzman's paper is that school leaders must identify 
with the neighborhood in which they serve. On the quality of the prin- 
cipal's leadership turns the success or failure of the school program. Con- 
sequently, the principal should be appointed at least two years ahead of 
the opening of the building so that he can serve as a bridge between the 
school as in idea and the school as an operating fact. The principal must 
be skilled in helping individuals and groups to approach the school and 
to become immersed in it. Timidity about how to approach the school 
not lack of interest or motivation may be the main block to parent 
and citizen participation in depressed urban areas. Saltzman advocates 
the establishment of advisory committees consisting of parents, other lay 
persons, teachers and administrators to continue school-community pro- 
gram planning beyond the initial contacts. The school has a central role 
to play in promoting and coordinating inter-agency cooperation, at the 
levels of resources, information, ideas, plans, and even personnel. 

The questions raised during the discussions of school programs and 
practices dealt generally with the nature and scope of curriculum modi- 
fications for dis advantaged children. What are appropriate educational 
goals for schools in depressed areas? How are these goals related to those 
of other social agencies and institutions? Are the priorities in either short- 
or longe-range objectives for culturally disadvantaged children different 
from those of middle-class children? How much time should be spent on 
non-academic goals, such as interpersonal relations, citizenship skills, 
enhanced self-image, raised aspirations? How is a balance in educational 
ends to be determined and maintained? 

The contrast of the expressive styles of the lower-class and middle- 
class children the former described earlier by Professor Goldberg as 
more often "motoric, concrete, 'thing-oriented' and non-verbal," and the 
latter as more frequently "conceptual, abstract-symbolic, idea-oriented, 
and verbal" suggested the need for modifying teaching methods and 
materials. Several other researchers have also proposed classroom pro- 
cedures which are more motor-oriented and which take into account the 
cognitive style of the disadvantaged child. 

Frank Reissman has argued that, by placing almost complete emphasis 
on verbal ability a quality muted in lower-class society, we may have 
curbed the potential creativity of the underprivileged child. Typically, 
Reissman indicates, the deprived child's style is : 

1 . Physical and visual rather than aural. 

2. Content-centered rather than form-centered. 

3. Externally oriented rather than introspective. 
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4. Problem-centered rather than abstract-centered. 

5. Inductive rather than deductive. 

6. Spatial rather than temporal. 

7. Slow, careful, patient, persevering (in areas of importance) rather than 
quick, clever, facile, flexible. 3 

Should the significance of these differences in learning style be rein- 
forced by further study, schools might lay greater emphasis on developing 
classroom procedures which utilize the concrete, the manipulative, and 
other means of non-verbal expression. Pointing to the colorful expres- 
siveness of "inarticulate" children in informal situations, Deutsch pro- 
poses methods which stimulate verbal expression of many different kinds; 
teachers need to sacrifice quality and correctness of language, at least as 
a start, to stimulate the youngster's quantity and production. The "pres- 
ent" as opposed to the "future" orientation, the urge for "immediate" 
rather than "delayed" or "future" need-gratification, suggests a recon- 
sideration of how tangible rewards help disadvantaged children identify 
positively with learning tasks. 

What distinguishes the disadvantaged child who succeeds in school from 
the one who does not? 4 To what extent is success or failure the net yield 
of teacher characteristics and classroom atmosphere and procedures? 
The need for a structured classroom and deliberately organized instruc- 
tional program has been suggested as especially appropriate for the dis- 
advantaged child. How do these arrangements inevitable reflections of 
various kinds of teacher styles affect the child's self-image and his ac- 
quisition of the "readiness for learning" and the "learning how to learn" 
skills? 

What kinds of program modifications will compensate for the lack of 
readiness for school tasks? At what stages of individual development are 
program modifications likely to be most effective: pre-school, early ele- 
mentary, or even later? At what points are enrichment programs likely 
to work best in overcoming the handicaps of the culturally deprived child? 
How can schools broaden the experience base of these children, thus com- 
pensating for the earlier deficiencies? How can the various services and 
programs available in the school, recreational centers, and other non- 
school agencies be effectively coordinated to reach total impact on indi- 
vidual children? 

3 Frank Reissman, The Culturally Deprived Child, New York: Harper and 
Brothers, 1962, p. 73. 

* For some promising hypotheses concerning the personality differences between 
achievers and non-achievers, see Helen H. Davidson, Judith W. Greenberg and Joan 
M. Gerver, "Characteristics of Successful School Achievers from a Severely De- 
prived Environment" (mimeographed report), New York: The City University of 
New York, Division of Teacher Education, October 1962, pp. 43. 
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Much has been written about the inappropriateness of text and other 
instructional materials for disadvantaged children. Tannenbaum sees 
life in basal readers as bland and unexciting: 

To the lower-class child it looms as a "never-never world" that may excite 
in him vague dreams of attainment, but which will probably elude him, for- 
ever. He finds it only less improbable than the fairyland he encounters in 
fable, except that the plots and characters in the latter type of literature are far 
more memorable. 5 

How life-like should materials be in depressed areas? Can materials be 
developed which are true to the spirit, the language and the backgrounds 
of lower-class children and, at the same time, which contribute to the de- 
velopment of middle-class values? It has been suggested that materials 
be produced which are more realistic, more meaningful, and more inter- 
esting crystallizing the contributions to American life of Negroes, 
Puerto Ricans and other minority groups. These contributions must be 
presented interestingly in ways which will enhance the self-images of 
children from depressed areas without appearing to be patronizing or 
obvious. The Detroit experience points up the need for instructional ma- 
terials which are acceptable to the pupils, the teachers, and the com- 
munity at large. 

Talcott Parsons has described the "achievement content" of the ele- 
mentary school as consisting of two components: one cognitive and the 
other moral. The purely cognitive component is the acquisition of infor- 
mation, written language, primary arithmetic and other basic skills. The 
"moral" one consists of responsible school-community citizenship: re- 
spect for the teacher, considerateness for and cooperation with fellow 
pupils, good work habits, initiative and leadership. The achievement 
content tends to become blurred and confused when teachers judge pupils' 
behavior and equate it with accomplishment. Consequently, a "good" 
pupil is one who manages a fusion of the moral and cognitive components. 
The elementary school, Parsons points out, "differentiates the school 
class broadly along a single continuum of achievement, the content of 
which is relative excellence and living up to the expectations imposed by 
the teacher as an agent of the adult society." 6 The culturally deprived 
youngster's early experiences may put him at both a cognitive and emo- 
tional disadvantage in "achieving" in the school's terms. 

Reading is the basic tool subject for school success, as is evident from 

5 Abraham J. Tannenbaum, "Family Life in Textbook Town," Progressive Educa- 
tion, 3 1 : 133-140, March 1954. 

6 Talcott Parsons, "The School as a Social System: Some of Its Functions in 
American Society," Harvard Educational Review, 29: 297-318, Fall, 1959, 
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the time devoted to instruction. Success in reading to a large extent de- 
termines the teacher's judgment of students as "good" or "poor" with 
the consequential rewards and punishments. Limited success in reading 
and the other language arts can stunt educational growth and implant a 
sense of inability to cope with classroom learning tasks. 

A study by Thomas for the Detroit GCSEP has pointed up the urgency 
of promoting oral language development of children from depressed areas 
as early as possible to stimulate reading growth. Thomas's findings also 
indicate that the standard primary-grade word lists may not be suitable 
for written materials for depressed area children. His comparison of 
oral vocabularies and word structures of lower- and upper-class children 
showed that the poorer children use a smaller number and variety of 
words to express themselves; they speak in shorter phrases, using a much 
higher proportion of incomplete sentences; their sentences have far fewer 
compound, complex and elaborate constructions; they tend not to elabor- 
ate their ideas verbally; they commit many more grammatical errors, such 
as disagreement of verb and subject; they use more slang and colloquial- 
isms. Thomas also found that from 20 to 50 per cent of the words used 
by deprived children were different from the standard primary-grade 
word lists. 7 Investigations such as these underscore the need for de- 
veloping reading materials with stories, vocabulary, interest level, and 
illustrations which recognize the limited background and experience of 
culturally disadvantaged children but which can raise levels for them. 
The earlier reading and language problems of disadvantaged children are 
controlled, the less will be the need for large-scale remediation. 

For many youngsters, English is a second language, rarely used at home 
and seldom heard outside the school. Even for some English-speaking 
children, classroom English is practically a second language. Curriculum 
planners confront specific problems of modifying methods, content, and 
materials when teaching English as a second language to non-English 
speaking children or to in-migrant, mountain-white or rural-Negro chil- 
dren, whose speech patterns, colloquialisms, and modes of expression are 
so different from the prevailing urban pattern. 

Programmed instructional materials have been suggested as having 
possibilities for education of disadvantaged youth. These self-instruc- 
tional devices with their small increments of information, the provision 
of immediate feedback and reinforcement, and their tutor-like structures 

7 An unpublished EdLD. Dissertation by Dominic R. Thomas summarized in 
Gertrude Whipple, "The Culturally and Socially Deprived Reader," m H. Alan 
Robinson (Ed.), The Under achiever in Reading, Chicago: The University of Chicago 
Press, 1962, pp. 132-135, 
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may be particularly helpful with children in depressed areas. However, 
programs must be properly selected and developed, intrinsically inter- 
esting enough to motivate youngsters to stay with them. 

Several national curriculum projects have been revising the content and 
organization in specific subject areas such as mathematics, sciences, and 
foreign languages. One of the common beliefs of programs such as the 
Physical Sciences Study Committee, the Biological Curriculum Study 
Committee, and the School Mathematics Study Group, is that the "struc- 
ture of the discipline" should be the basis for content selection and organ- 
ization. In addition, these programs emphasize intuitive thinking abilities. 
Are these new academic programs appropriate for children from de- 
pressed areas? Do they widen still further the gap between socio-economic 
groupings in schools? Is there more value in curriculum designs built 
around broad fields or social process and life functions than in designs 
which select learning experiences from subject or academic disciplines? 

What are the necessary modifications in curriculum provisions for so- 
called non-academic programs for depressed area youngsters home 
economics, industrial arts, pre-vocational and vocational education? In 
what way do these areas need to be custom designed to the unique meas- 
urements of the students? Are changes in standards needed for assign- 
ment to various programs? What kinds of content will prevent non-aca- 
demic programs from becoming "dumping grounds" for students from 
depressed areas? How can individual potential be assessed to minimize 
the limitations of the IQ tests in predicting performances? Which work- 
study and similar programs are effective for reducing drop-outs among 
depressed-area children? Can potential drop-outs both those who 
physically leave school and those who remain in class but withdraw psy- 
chologically be detected early enough and recaptured by program mod- 
ifications? What are the particular vocational education needs of disad- 
vantaged youngsters which, if met, will open up new career opportunities 
for them? How can schools organize vocational and general education 
programs to keep abreast of career opportunities and dead ends caused 
by automation, by development of new industries and services, and by the 
mushrooming needs for trained personnel? 

The range of special personnel staff and services guidance, psycho- 
logical, social, recreational, remedial, parent education all continue to 
grow in response to some of the learning problems faced in the depressed 
areas. Is there a valid rationale for determining how special staff will be 
deployed? Are certain kinds of personnel or services so central to a 
smoothly functioning school for depressed area children that their absence 
curtails the success of other program activities? 
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A number of programs, in effect, saturate depressed area children with 
special services, counseling, materials, and enrichment opportunities in 
an effort to raise their achievement levels and aspirations for higher edu- 
cation. How can these additional services and efforts serve to "wean" 
the child and help him acquire the self-direction and independence re- 
quired for adequate performance at the secondary and higher education 
levels? If academic success and higher aspirations separate the child from 
his peers, his family, his social community, can and should the school 
help build the inner resources against regression? Are school-generated 
forces adequate to combat outside pressures for conformity which play 
upon the child's vulnerability? 

A vital question had to do with the way job barriers dampen en- 
thusiasm for learning, and thus, hamper the effectiveness of school pro- 
prams. Can the school really gain its objectives if vocational and profes- 
sional opportunities are not opened? Is it possible that educational pro- 
grams are doomed to limited success unless labor and management join 
with educational, political, and other leaders to open opportunities in all 
areas housing, vocational, religious, political, as well as educational? 

Tn addition to curriculum considerations, other aspects of programs 
and practices need to be re-examined in terms of their effects on the edu- 
cational picture as a whole. Is a special kind of administrative leadership 
necessary in a depressed area school? How should administrators be re- 
cruited and trained? Are particular kinds of supervisory activities 
needed? How should tax structures be modified and school financing 
procedures? What kinds of financing are needed beyond what the school 
district itself can provide? In what ways can non-professional staff be 
used most effectively? The four papers that follow look at some of these 
dimensions of school programs hi depressed areas, philosophically and 
practically. 



John H. 
Fischer 



Educational Problems 
of Segregation and 
Desegregation 



To say that the problems of race relations in the United States are com- 
plex hardly helps to clarify our situation, but, unless the complexity of this 
matter is seen and taken constantly into account, no single step is likely to 
be very useful. 1 The problems of American education are no less complex. 
In a nation as diversified as ours, universal education can never be simple, 
and it is universal education, with emphasis on both adjective and noun, 
that we must now achieve. As the issues of race relations permeate almost 
every aspect of our life, so events in our schools are interlaced with virtu- 
ally everything we do or hope to do. The difficulties of operating schools 
which can cope successfully and, as they must, simultaneously with both 
racial and educational issues are therefore among the most puzzling of aft 
the problems facing the American people. 

The other side of the com, however, is that the benefits that can flow 
from the solution of these two problems will be of a magnitude comparable 
to the difficulties themselves. 

Virtually all the purposes for which our schools are maintained may 
be grouped under two major classifications. First, the school is expected 
to give every student the opportunity and the means to develop to the full 
whatever individual potential he may have. One purpose of the school, to 
say it more briefly, is to help each student make the most of himself. 

The second purpose is related to the first but not entirely congruent with 
it. This is to induct the young person systematically into the culture and 
society to which he is an heir and in which he should be a partner. The 
school's success in respect to this purpose must be gauged not only by the 
competence of its graduates but by the quality of their sense of moral 
responsibility. 

By viewing what we do with any child, of any race, against these con- 
siderations, one personal, the other social, we should be able to reach 

1 Prepared for delivery at the Fourth Annual Conference of the Commission on 
Civil Rights, Washington, D. C., May 3, 1962. 
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reasonably sound conclusions about the effectiveness of our schools and 
the extent to which their performance approaches the ideals we project 
in our statements of philosophy. 

Limitations of time make it impossible to include in this paper more 
than passing reference to the fact that the educational problems of de- 
segregation and integration have important political, legal, and social 
aspects. I shall concentrate upon the more purely educational dimensions 
of the matter, which is to say its cultural and psychological aspects. 

The temptation is always strong to say that the Negro child should be 
seen merely as any other child, respected as an individual, and provided 
with an educational program that will best meet his particular combination 
of needs. Of course the Negro child, like every other child, is entitled to be 
treated as an individual. Such treatment is the only sound basis for pro- 
jecting his or any other child's education, but the easy generalization does 
not always come to grips with the whole truth. 

The American Negro youngster happens to be a member of a large and 
distinctive group that for a very long time has been the object of special 
political, legal, and social action. This, I remind you, is not a question of 
what should be true, or might have been, but an undeniable and ines- 
capable fact. To act as though any child is suddenly separable from his 
history is indefensible. In terms of educational planning, it is also ir- 
responsible. 

s Every Negro child is the victim of the history of his race in this country. 
On,the day he enters kindergarten, he carries a burden no white child can 
ever know, no matter what other handicaps or disabilities he may suffer. 
We are dealing here with no ordinary question of intercultural under- 
standing, although admittedly cultural difference is a part of the difficulty. 
Nor are we concerned with only the usual range of psychb-educational 
problems, for the psychological situation of the Negro child is affected by 
quite special social considerations. 

I recognize the hazard in speaking of "the Negro child." It is equally 
unsatisfactory to speak of "the white child" or "the Puerto Rican child" 
or "the Spanish-American child" as though any child could be encom- 
passed in a stereotype. Whatever a child's ethnic or racial background, 
he may be bright or slow, attractive or unpleasant; his parents may be rich 
or poor, well-educated or illiterate, responsible or shiftless. Every racial 
group distributes itself in some fashion over the whole social and economic 
scale. But when all the variability is conceded, it cannot be denied that 
every American Negro child must expect to encounter certain problems 
which none of our other children face in quite the same way. 

Many of the recent efforts to integrate Negro pupils into the mainstream 
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of American public education have been built on the assumption that the 
problems are essentially administrative, legal, or political. As a conse- 
quence, we have seen drives for what is called "open enrollment" and 
other schemes to bring about, usually through directive action, a desired 
combination of races in particular classrooms or schools. Having worked 
in school administration for some twenty-seven years, I claim some knowl- 
edge of at least its limitations. Although I hold that administrative pro- 
cedures and actions can be useful in education, I grow steadily more 
certain that no major problem of education by which I mean really 
effective teaching and learning has ever been solved solely, or even 
primarily, by legal or administrative action. To be sure, such action often 
lays the necessary groundwork and provides the setting in which good 
teachers may carry on their work, but the critical point in any educa- 
tional system is found ultimately in the relation between the teacher and 
the pupil. 

What, then, can be done to produce the sort of pupil-teacher relation- 
ship that will contribute most to the tasks we are thinking of today? 

For one thing, we must continue to recognize the element of cultural 
difference. As the Educational Policies Commission pointed out in a re- 
cent statement, a principal part of the difficulty of what the Commission 
calls the "disadvantaged American" is the fact that a substantial minority 
of Americans have grown up in cultures which are not compatible with 
much of modern life. This minority consists by no means only of Negroes, 
nor are all Negroes culturally disadvantaged. But vast numbers of them 
are, as a direct consequence of legal and social segregation. 

The situation is not new. The mountain whites and rural Negroes, 
among others, have lived in cultural isolation for a long time. Now, how- 
ever, the negative influence of poor economic conditions in their former 
homes combined with the positive illusory attraction of the city have 
caused a vast and growing migration. The congregation of tens of thou- 
sands of these people in places for which their customary living patterns 
are ill-adapted tragically dramatizes their cultural dislocation. 

Many of the Negro children who now come to school are the victims 
of their parents' lack of knowledge and of schooling. The parents in turn 
are the victims of a situation over which they have had little or no control 
themselves. Parents and children alike elicit sympathy and attract charity, 
but praiseworthy as these responses may be, they form no adequate ap- 
proach to the education of the disadvantaged urban child. The response 
of the community and the school must be based also on objective knowl- 
edge and mature understanding of the underlying difficulty and an in- 
ventive turn of mind among teachers and administrators. Teaching read- 
ing, for example, to a first-grade child who has never seen an adult read 



John H. Fischer 293 

anything requires an approach quite different from one appropriate to a 
child in whose home books are as normal as food. 

Similarly, a child who has never known sustained conversation with 
his parents must actually learn the skills of continuing discussion before 
he can learn much else in school. 

Nor is it enough to say that the school should accept the child where 
it finds him and raise him as high and as fast as it can toward an adequate 
level of cultural attainment. To be sure, this is one of the school's func- 
tions; no teacher ever succeeds unless he first establishes rapport and com- 
munication with the pupil at the pupil's level. But the school's procedures 
and its success will necessarily differ between the child whose home back- 
ground daily complements what the school does, and the one who is 
caught, so to speak, in a cultural downdraft the moment he steps outside 
the school. 

In dealing with a population which is racially and culturally inte- 
grated, the school must begin by encouraging teachers to understand the 
special factors in the backgrounds of all their children, to take these dif- 
ferences imaginatively into account, and to build curricula and teaching 
techniques that reflect not only idealism but realism as well. 

In addition to the cultural aspect, intellectual considerations are in- 
volved in meeting the problems of racial integration. A good school is 
responsibly concerned with all of the aspects of a child's development, but 
the central purpose that must run througji all sound education is the 
development of intellectual strength. Unless the school is able to help 
every child to use his mind effectively, none of the other purposes of edu- 
cation can be satisfactorily achieved. We customarily cite physical health 
as a fundamental goal of education, but unless the child learns to apply 
his own intelligence to the problem of remaining healthy, he is not likely 
to do much either for his own well-being or for the public health of his 
community. The young person who does not become critically thoughtful 
about moral values, who behaves well only when someone is watching him 
or forcing him to conform, cannot be trusted to manage his own morality. 
But the school's success in pursuing this central purpose of education is 
subject, like so many of its other efforts, to what happens to the pupil 
outside the school. 

In respect to the development of intellectual competence, many Negro 
children face special problems that should be better understood than they 
often are. Obviously many Americans of Negro ancestry have attained 
distinction in fields requiring intellectual eminence and millions of others 
daily apply their minds with excellent results in more humble ways. Yet 
the fact remains that during years of oppression, first under slavery and 
later under more subtle forms of discrimination, the opportunities for 
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large numbers of Negroes to apply their own rational powers with initia- 
tive and freedom to important problems have been far more limited than 
the opportunities available to other racial groups. Many Negro children, 
therefore, carry the disabling scars of the culture in which they were 
nurtured, a culture which encouraged the use of muscles and not only 
discouraged but often penalized those who sought to use their minds 
creatively. The school must take all of this into account and build pro- 
grams and provide opportunities which not only reflect these facts but 
move aggressively to compensate for them. 

Every educational problem has its emotional side, and the special 
problems of educating Negro children in desegregated schools have theirs. 
Not being a psychologist, I do not intend to examine this complex question 
at any length. But there can be little doubt that the education of many 
Negro children is adversely affected by emotional considerations. The 
fact that it is often difficult to distinguish among the cultural, the intel- 
lectual, and the emotional aspects of education is one reason why teaching 
any child is so complex. 

One of the most serious of the details is the problem of motivation. The 
Horatio Alger story is a well established part of our folklore, but few 
Americans would argue that the typical Alger hero would have made it 
had his skin been of a darker shade. The sense of frustration which any 
minority child may experience is heightened in the case of the Negro child, 
who discovers all too early that his minority has both a special history in 
the United States and quite unique problems. As a consequence, his 
attitude toward himself and toward his racial group complicates the effort 
to help him secure an adequate education. In some cases, he may rational- 
ize his failures by attributing them to limitations which do not, in fact, 
exist for him. In others, he may develop an understandable aggressiveness 
which will neither compensate for external difficulties nor correct his own 
shortcomings. The wise and well-informed teacher is aware of these 
emotional complications and undertakes to deal with them in positive 
ways. 

In the face of these facts, and in the light of our democratic values, what 
guidelines for policy and practice in the conduct of American public 
schools are implied? 

In the first place, it is essential to emphasize on every possible occasion 
and in everything we do in schools that the rights of students, the assess- 
ment of their needs, and the release of their potentialities must be ap- 
proached on an individual basis. What I have said about the identification 
of students as members of groups is important only insofar as it helps the 
teacher to understand a particular student. My point, you may remember, 
is that the individual cannot be understood unless he is seen against the 
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history from which he has come and in terms of the situation in wMch he 
currently lives. But his education is peculiarly his own. The opportuni- 
ties afforded any child may not properly be limited because he happens to 
be a member of one or another racial group. In this connection, again, 
we face the hazard of stereotyped treatment, a hazard which at all costs 
must be avoided. 

This implication for policy and practice cuts more than one way, how- 
ever, for just as certainly as no person should be subjected to discrimina- 
tory treatment which depresses him because of his race, so it follows that 
none should be given preferential treatment simply because his comp- 
lexion or his ancestry is different from another's. A practical application 
of this principle may arise if a school organizes classes according to the 
academic ability of students. If, after the most reliable estimates of ability 
the school can make, it should develop that one classroom contains pupils 
largely of one racial group while a second classroom is composed mostly 
of another, the school should not be criticized for the result. If, on the 
other hand, the school authorities have used an ostensibly educational 
device simply to justify some predetermined racial arrangement, the ac- 
tion is totally indefensible. It should be attacked not only as a violation 
of the constitutional rights of children but as a flagrant instance of pro- 
fessional malpractice. 

A second guideline for the development of policy and practice centers 
about the concept of equality of opportunity. "Equality of opportunity," 
as we customarily use the phrase, means much more than a schoolroom 
desk for every child. It connotes, rather, a condition hi which every 
American may rightfully expect to find himself in fair competition with 
every other American. This condition is achieved and maintained by the 
operation of a host of agencies and forces, some political, some social, 
others economic or cultural. The public school has never been the only 
agency concerned with producing equality of opportunity, but its role is 
fundamental to the total effort. 

In the cases of some Americans, and in that of the Negro American 
most dramatically, our traditional system has failed for a long time and 
in countless ways to provide that equality of opportunity that should be 
the condition of all our people. Recent improvements have helped correct 
the imbalance, but much more correction is required. Especially is this 
true of children whose parents and grandparents were deliberately, sys- 
tematically, and by law denied what is now clearly recognized as fully 
equal treatment. 

Is it not a reasonable contention and a just one that to compensate 
for past injustice, we should offer these children educational services be- 
yond the level of what might be called standard equality? 



296 School Programs 

Could it be that to achieve total equality of opportunity in America we 
may have to modify currently accepted ideas about equality of opportu- 
nity in education itself? Is it conceivable that some of our children are 
entitled to more and better educational opportunities than most of the 
others? In fact, of course, the question has already been answered. Thou- 
sands of mentally and physically handicapped children, regardless of 
race, regularly receive teaching service, physical facilities, and supporting 
services more extensive and more costly than those furnished children who 
are considered physically or mentally normal. In the cases of many Negro 
children and the generalization would apply also to certain other minor- 
ity groups we may need to substitute for our traditional concept of equal 
educational opportunity a new concept of compensatory opportunity. 

Such compensatory opportunity might take the form of lower student- 
teacher ratios in cerain schools, or additional guidance services, or bet- 
ter physical facilities. The idea might mean more scholarships for higher 
education, or, in some cases, custodial and boarding care for children 
whose welfare required their removal from a crippling environment. 

I doubt that anyone is in a position now to say precisely what the con- 
cept of compensatory educational opportunity would mean in every case, 
but my purpose here is not so much to answer the question as to raise it 
for discussion. The concept of compensatory opportunity should cer- 
tainly not be restricted to any one group, and, as I have suggested, it has 
already been applied to other types of disability. But, to the degree that 
a child's race or cultural background handicaps him and especially 
where the handicap is attributable, at least in part, to earlier governmental 
action they should be taken into account in adjusting his educational 
program. 

A third guide to educational policy and practice seems relevant to this 
discussion. If we are to keep the focus of our educational effort on the 
welfare of the individual child, we shall do well to avoid what is sometimes 
called social engineering. The very term is inconsistent with the purposes 
and values of democracy. Even the most desirable end does not justify 
manipulating people to creat a structure pleasing to some master planner. 
To put it precisely, I am disturbed about the growing pressure to locate 
schools, draw district lines, and organize curricula in order to achieve a 
pre-determined racial pattern of enrollment. By no means am I opposing 
the desirability of having in the same school children of different racial 
backgrounds. Quite the contrary! But decisions about school organiza- 
tion based entirely or primarily on racial criteria seem to me to violate 
the principle of non-discrimination. All school districting arrangements 
should provide a maximum of free choice for all children, subject only to 
common sense protection against unnecessary overcrowding. Indeed, if 
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I had my way, I should have no school attendance districts at all. In a 
well conducted school system every school should be so good that those 
who live near it would never think of going elsewhere except for some 
extraordinary reason. In the case of secondary schools, or others where 
specialized curricula might be a factor, the importance of the neighbor- 
hood location would, of course, be somewhat less significant. But here 
again the greatest possible freedom of choice should be allowed all pupils, 
so long as they are qualified for the programs involved. 

The concept of freedom of choice should be interpreted, however, only 
to allow positive choice and never to permit any group to restrict the 
opportunities of another. The basic principle is that all public schools of 
a community belong to all the people of the community, that none is the 
exclusive preserve of a single racial group. 

The most offensive aspect of the engineered approach is the assump- 
tion that any group can be improved if members of another race are in- 
troduced into it. If all the races of mankind are equally to be valued and 
respected, a group composed of thirty members of Race A cannot be im- 
proved merely by substituting a few members of Race B. If , on the other 
hand, the group is to be improved with regard, let us say, to mathematical 
performance, the introduction of a couple of mathematical wizards will 
obviously raise the average. A musical group short of tenors can surely 
be improved by recruiting three good tenors, but the point of origin of 
their grandfathers or the color of their hair are scarcely relevant criteria. 
We cannot have it both ways: we cannot say that race per se makes no 
difference and then argue that important decisions should be based on 
this inconsequential factor. 

To summarize then, briefly what I have tried to say about the educa- 
tional problems of desegregating schools: 

1. The focus of sound teaching is always on the individual, for edu- 
cation is an intensely personal matter, having its principal effect always 
within the person. 

2. If we are to achieve good education, we must respect the individu- 
ality of each student, relating his instruction to his background, his needs, 
his possibilities. 

3. To achieve equality of opportunity within the whole of our culture, 
it may be necessary to offer those who are handicapped by their history or 
their current situation not merely equal, but compensatory educational 
opportunity. 

4. In the organization of education, many considerations are import- 
ant, many characteristics are relevant, but racial differences in themselves 
are not. In the administration of schools, therefore, the manipulation of 
pupils on purely racial grounds is irrelevant and improper. 



Carl L 
Marburger 



Considerations 
for Educational 
Planning 



In Detroit and other large cities across the nation, are concentrated 
families whose children are severely hampered in their schooling by a 
complex of community, home, and school conditions. To engage the total 
problem faced by urban educators, we shall make a brief foray into the 
social pathology which produced it. 

Introduction to the Problem 1 

Change in the population of the inner cores of most large cities has 
created areas where the majority of children have extraordinary needs 
which the public schools are not prepared to meet. Where once the inner 
city population was typically "all kinds," it has now become typically 
stratified. The majority of upper and middle income urbanites have moved 
to the suburbs or to the outer rings of the city. The population that re- 
mains is predominantly unskilled or semi-skilled, low-income, racial and 
ethnic minorities. When representatives of other strata moved out, the 
vacuum was filled by southern-Appalachian white and southern Negro 
in-migrants similar in many ways to the low-income minority groups that 
had remained in the inner city. 

Numbers of the city's manufacturing and service industries have fol- 
lowed the upper- and middle-income exodus. What remains is the glow- 
ing downtown section, a great multi-story civic and merchandising com- 
plex, serviced by expressways and surrounded by miles of slums and 
"transitional" or "gray" areas, still containing a few pockets of more 
affluent residential areas and high-rent apartment districts. 

From these slums and transitional areas come one-third of the more 
than 3,000,000 children now enrolled in America's fourteen largest school 
systems. Many of them have limited backgrounds, and most of them are 
concentrated in the inner city schools. 

1 Extracted and paraphrased from Charles Mitchell (3). Mr. Mitchell is the 
Project Writer for the Detroit Great Cities School Improvement Project. 
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The families of these children live for the most part in low-cost public 
housing, or in overcrowded, substandard, multiple-dwellings of every type 
or in single- and two-family homes in neghborhoods which are, in re- 
ality, transitional. Some of these neighborhoods are not yet slums, but 
their people are often in difficult straits, and the children reflect this in 
school. 

The families of these children may have resided in Detroit for many 
years; but most came during and immediately after the Second World 
War to fill industry's needs for unskilled labor, or are very recent in- 
migrants from rural areas, particularly rural areas of the southern states, 
who shifted from a land of no current or foreseeable opportunity to a land 
of possible maybe opportunity. 

The in-migrant comes into a portion of the total community which is 
fragmented and uncohesive, which lacks trained leadership and organiza- 
tion, and which physically reflects the low, inconsistent income and the 
lack of information and skills of its inhabitants. Here, whatever booms 
or economic upturns may occur in other places, depression seldom ceases. 
A job is a will-o'-the-wisp affair. 

The family of the child with limited background may have many merit- 
able standards and values. Even when its material well-being is limited to 
basic necessities, the family may be close-knit with love and caring. 

But always, there is a common denominator: not enough. Not enough 
income, information, and skills to get along successfully; no precedent 
for success; insufficiencies of many sorts. The child reflects this. He is 
poorly prepared and poorly motivated for school. School has never 
seemed important to his family or to him. Obviously there are some sig- 
nificant adjustments to be made. 

With a sufficiency of income, information, motivation, and time in 
short, in an ideal situation urban life adjustment might evolve quite 
pleasantly. But the situation is poor, and many children have little to do 
except, as one teacher's report put it, "think about the hills of home, go 
to school each day unprepared and purposeless, and be 'sick to mah stom- 
ach from the gas stove' (quote from child) that heats a three-room flat." 

The parents of these children are not against education. At worst they 
see no need for it, are indifferent. Many have hopes and ambitions for 
their children which involve obtaining a good education. They are glad 
if their child does well in school, but they often have little formal educa- 
tion themselves, know little about studies or how children learn. They 
feel that they cannot, in their lack of success, understand how to help the 
child succeed. 

The child with limited background has normal intelligence. He is not 
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different in this respect. He can grow up in school studies and in his life 
if reached and interested by what the school offers. And yet, the typical 
child with limited background in the typical classroom is indifferent and 
purposeless, a poor communicator who does not respond to normal teach- 
ing methods and subject matter. His capabilities remain unrealized. 

Why? 

The traditional responsibilities of school staff and objectives of school 
services are based upon a uniform "Successful American" social and eco- 
nomic pattern and do not obtain effectively to the non-uniform social and 
economic patterns which characterize the neighborhoods from which these 
children come. 

The typical school cannot compensate for the various lacks in the lives 
of children with limited backgrounds. The typical school does not pro- 
vide these reinforcements to school learning which, in a stable, middle- 
income area, are normally provided each child by his home and out-of- 
school life. 

Many of these reinforcements are intangible. They include: an ac- 
ceptable self-image; knowledge of essentials such as nutrition and health; 
an implicit sense of identification with a stable family in a stable neighbor- 
hood; security and freedom from want, both material and emotional; the 
self-confidence and motivation to achieve which rub off on the child who 
is surrounded by things and involved in experiences which are accepted 
both at home and in school either as symbols of success or significant 
achievements. 

Such positive factors are essential in some form in the growing up of a 
child. If they are insufficient or lacking, and no compensation is made for 
them, then the child's ability to learn in school is impeded or lost. 

It seems reasonable that the educator should be concerned with all that 
affects the child he is trying to educate, and in fact teachers and adminis- 
trators often informally cross traditional lines and do "unorthodox" things 
to help children who are not doing well in school. But except through the 
attendance officer, the public schools, especially the urban public schools, 
seldom make official organized attempts to alter the "other lives" of chil- 
dren. If the family does little to help prepare the child for life, and the 
cultural environment of the child is limited and negative, then the one 
force left to do the necessary shaping is the school. It must provide more 
for the child than it normally would, at the same time attempting, with 
other community services, to revive the family's positive influence and 
to introduce portions of our culture and our society which tend to equalize 
the child's limited and negative environment. 

In truth, we must say with Harold Taylor that, 
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The educator must go to the root of the matter, and he must deal with the 
whole child. The root is in the social and economic conditions in which the 
child exists. The educator must deal bluntly with those who support the resi- 
dential segregation of the colored people and the poor. He must fight those 
who wish to profit in real estate at the expense of the children. He must think 
of education as a total process, hi which the conditions of society deeply affect 
the child's mind, the level of his achievement, and the range of his possibilities. 
The curriculum, the classroom, the guidance office are instruments for dealing 
with one part of the child's life. But they do not and cannot function in a social 
vacuum. 

Nor is it permissible any longer to say that the social environment of the 
child is not the problem of the educator, that it belongs to city planners, social 
workers, economists, housing experts, or society. It belongs to everyone, but 
most of all to the educator. The educator is not a personnel manager, an 
administrator, an organization man, although his work involves organizing^ 
managing, and administering. He is a social and intellectual leader, and he 
begins to exercise his leadership when he recognizes the conditions of his 
society and brings to bear upon them the force of a humanitarian philosophy 
(5). 

The Great Cities Projects 

The superintendents and board-of-education members of the fourteen 
largest city school systems met in 1957 in Atlantic City, New Jersey, to 
share their concerns about the problems of education in large urban areas. 
Their first cooperative exploration took them into the World of Work 
and a careful study of current and prospective youth employment oppor- 
tunities. A vocational education specialist was appointed to coordinate 
the efforts of the Great Cities in this area. The World of Work study con- 
tinues, and findings are being implemented in programs seen as appropri- 
ate by each of the cities. 

Another difficulty shared by large-city educators, that of limited fiscal 
resources, has led to a cooperative study of fiscal policy. If educators 
are to equalize and expand educational opportunity, or simply to hold 
ground against the press of increased enrollment, from where is the money 
to come? Again, a consultant was secured, and along with staff persons 
from each city, began to study possible resources and to formulate recom- 
mendations for revision of Great Cities fiscal policies. 

The third problem shared by the large-city educators was that of edu- 
cating the increasing numbers of children with limited backgrounds. After 
intensive analysis of the factors which indicate educational deprivation 
low achievement levels, lack of kindergarten experience, poor attend- 
ance, high truancy, over-agedness in grade, high rate of failure, and the 
range of home and community deprivation the Great Cities teams de- 
veloped what they called "The Central Hypothesis." This hypothesis 
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states that the problems of children with limited backgrounds can be effec- 
tively and economically solved by: 

1. Development of a program of education adapted to the needs of 
these children, 

2. Modifications in the organizational patterns within the school, 

3. Proper selection and utilization of personnel, 

4. Improved utilization of instructional equipment and materials, 

5. Involvement of parents and of the community hi the educational 
program. 

Under the leadership of Dr. S. M. Brownell, superintendent of schools, 
and the direction of Dr. Carl Byerly, Detroit began testing this hypothesis 
in September, 1959. Detroit's pilot project, involving three schools in 
the central city, was the first demonstration project among the Great 
Cities. Further, the pilot demonstration project was financed entirely by 
the Detroit Board of Education. In July, I960, the Ford Foundation pro- 
vided financial support to the Detroit Project and to several other great 
cities as well. This initial one-year grant made it possible to "buy time," 
by intensifying project activities and expanding project coverage from 
three to seven schools. The Ford Foundation extended the initial Detroit 
grant for an additional three years in July, 1961. Grant extensions have 
also been made to other Great Cities Projects. 

The Great Cities teams of superintendents and board-of-education 
members have recently formed the Research Council of the Great Cities 
Program for School Improvement to coordinate the various activities 
under their jurisdiction. The most current result of their concern is an 
investigation of pre- and in-service education of teachers. The Research 
Council intends to find and recommend more effective ways to prepare 
teachers for the demanding work of teaching not only the children with 
limited backgrounds, but all children. 

Thus, the Great Cities are engaged in cooperative study and action pro- 
grams designed to solve the many problems peculiar to large city school 
systems. They intend to develop, and to prove effective, a total educa- 
tional program for large urban areas. 

Although many of the difficulties encountered by urban schools ensue 
from "urban blight" and its effect on children and families, it is clearly 
recognized that educational planning needs to be for all children and all 
schools, and not only for the children and the schools in depressed urban 
areas. Certainly the central hypothesis, put forward by Great Cities edu- 
cators as a viable solution for the problem of providing a good education 
for the child with limited background, can be used to provide a good edu- 
cation for all children. 
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The Detroit Project Working Toward More Effective Education 

The objective of the Detroit Great Cities School Improvement Project 
is to increase the competence of children with limited backgrounds. By 
competence, we mean not academic competence alone, but competence 
of the "whole child" in the Harold Taylor meaning of the phrase social 
competence, urban living competence, and job, or work skill competence 
including the ability to learn new job skills if needed. In addition to the 
five points of the great cities hypothesis, the Detroit Program has these 
special emphases: 

1 . A program of teacher-school-community improvement is more effec- 
tive if all levels of a school system serving an area (kindergarten through 
grade 12) are involved. Therefore, the seven schools in the Detroit Proj- 
ect include three elementary schools (kindergarten through grade 6); 
one elementary school (kindergarten through grade 8); two junior high 
schools (grades 7 and 9); and one senior high school (grades 10 through 
12). 

2. The program should be one which can be financed within the 
resources of the school budget over a long period, if it can be shown (as 
we anticipate) that the results of the project warrant the programs's con- 
tinuation and extension into other areas of the city whose school popula- 
tions have similar problems and needs. Therefore, the yearly budget for 
the five years of the demonstration project represents an increase of less 
than 10 per cent above normal costs per pupil for the city. Thus, the 
budget, including the Ford Foundation grant (30 per cent of the total 
budget), is realistic in terms of the fiscal support expected for schools in 
the Detroit area. 

3. Any program designed to solve the problem of educating the child 
with limited background must operate intensively for several years. Solu- 
tion of the educational problem involves making long-term changes in 
family and community attitudes and behavior, as well as changes in a 
more-or-less immediate nature in the pupil-teacher relationships and serv- 
ices available to the pupil. Time is needed to assure that systems of change 
shall be functional and lasting in effect. Therefore, Detroit's is a six-year 
project in the three pilot project schools, and a five-year project in the 
remaining four. Further, there is a commitment to evaluate the working 
effect of the project far beyond the actual completion date of its program. 

With regard to the Great Cities hypothesis, the Detroit projects makes 
use of several major approaches to the solution of the problems of edu- 
cating children with limited backgrounds. 

One major approach is our work with teachers. Improvement of school- 
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ing depends to a great extent upon more effective teaching. Therefore, 
we strive to modify the perceptions of the teachers of children with limited 
backgrounds as this perception relates to these children, their community, 
and their curriculum. Many teachers initially perceive these three nega- 
tively; that is, in the light of their own experiential backgrounds. Teachers 
may bring to t&eir work a rigid value system different than that of the popu- 
lace of depressed urban areas a value system, for instance, which pre- 
supposes certain limits on the intelligence and ability of the child with 
limited background. Some teachers have been reared in a different socio- 
economic situation, and have difficulty in objectively assessing the child 
with limited background. Other teachers have, through their profession, 
moved up the socio-economic ladder, and may possibly (and paradoxic- 
ally) reject the all-too-familiar values of the children they teach. In any 
case, it is not unusual to find in the classroom a critical need for belief in 
the universal learning ability of humankind, regardless of socio-economic 
condition. 

Our first attempt to bring about appropriate changes was through a 
series of workshop experiences. Competent consultants were secured in 
many disciplines: education, sociology, social work, and psychology. Our 
experience leads us to believe that very few significant changes in the be- 
havior of teachers take place as a result of listening to experts. Those 
teachers who were tuned in to hear the expert believed and behaved in 
terms of what they had heard. Those teachers who were not tuned in 
to hear the experts did not change their behavior to any noticeable degree 
as a result of hearing them. The key to modification of behavior seems 
to be involvement. 

Our workshops and in-service experiences have, therefore, been struc- 
tured around local school curriculum problems and have usually involved 
only a single school staff. We have found that curricula vary from school 
to school, from community to community, and from school staff to school 
staff. To achieve the kind of involvement that brings positive change, each 
school staff must look seriously at its unique community, the unique prob- 
lems of its youth, and its own unique strengths and weaknesses as a staff. 
Then the school staff may search for appropriate curricular and organiza- 
tional modifications to strengthen its own school situation. 

Our attempts to assist staffs to do this have taken several forms. We 
have provided workshop experiences through the local university. If 
teachers and administrators wish to have a course for credit toward an 
advanced degree or a number of hours beyond the Bachelor's or Master's, 
they may pay tuition to the university for the workshop experience. If 
they wish to take part in the workshop but do not wish the credit, the De- 
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troit Great Cities Project pays their tuition so that they may audit the 
course. 

Other local school-curriculum workshops have taken place on Satur- 
days, and also during the summer months. As a part of the Detroit school 
policy, teachers involved have been paid for their time on Saturdays and 
during the summer. Furthermore, some released time has been devoted 
to in-service education. Indications are that more released time is now 
an essential need. 

As a result of these in-service experiences, some organizational and 
curriculum changes have been made. We have instituted the non-graded 
primary in two elementary schools. Block-time and core classes are being 
held in the junior high schools. Team teaching is being tried in two of 
the schools. 

Curriculum modifications come more slowly. One significant curricu- 
lum change has taken place in our early elementary reading materials 
but not without difficulty. It has long been felt that children might read 
with greater facility if the material with which they were dealing was more 
nearly related to their own real backgrounds. Negro youth, for example, 
rarely have an opportunity to see a Negro child illustrated in the little 
picture books with which they learn to read. Through a series of writing 
workshops we set out to build a series of pre-primers which would focus 
on the life of a working-class family, living in a typical, racially mixed, 
urban neighborhood. In spite of the sophistication of the writing com- 
mittee members, we now know first hand the perils of revolutionary primer 
writing. The artist doing illustrations for the series depicted some typical 
housekeeping situations (brooms leaning in the corner, a kitchen sink 
with exposed pipes beneath it) and this at least relative to other pre-pri- 
mers, which do not treat the realties of housekeeping quite as fully was 
taken simply as poor housekeeping, and thereby as a derogation of the 
Negro since this was the home of a Negro family. 

The first pre-primer was only one-third the length of a normal pre- 
primer, because we wanted each child to have the satisfaction of com- 
pleting a book in a short time. Thus, we inadvertently left the father out 
of the first pre-primer; indeed, we did not even refer to him. This was 
also interpreted as a derogation, not only of the Negro family depicted, 
but of Negro families in general. Finally, we called the little-boy hero 
of the series "Sammy." It was an unfortunate choice, since it was seen 
by middle-class Negro families as "stereotype by insinuation." 

Having gleaned some important lessons from this experience, we ex- 
panded our primer writing committee with a number of consultants, both 
lay and professional, and revised the series. The first three pre-primers 
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of this series were available in four-color reproduction in September of 
1962, for experimental testing. 

Other minor curriculum changes have taken place at different levels. 
We have produced some units for block-time classes at the secondary 
level, which have been found to be very useful throughout the entire 
school system for block-time classes. 

Perhaps the only significant change in curriculum is what happens when 
the individual teacher closes the door of her classroom. Assuming the 
requisite skills in teaching the basic materials, the teacher's attitude is the 
most crucial factor. 

At this point in our project, we conceive the formula that teacher- 
expectations have surprising impact on pupil-achievement. Indeed we 
might even say that teacher expectations have a similar impact on pupil 
intelligence scores. The teacher who expects achievement, who has hope 
for the educability of his pupils, indeed conveys this through every nuance 
and subtlety of his behavior. The teacher who conveys hopelessness for 
the educability of his children usually does so without ever really verbaliz- 
ing such an attitude at least, in front of his pupils. 

With regard to expectations of pupil ability to learn, a significant ex- 
periment was done recently by Robert Rosenthal and Kermit L. Fode 
of the University of North Dakota. In a carefully controlled experiment, 
twelve senior division students in experimental psychology were assigned 
a group of five albino rats for running through a maze ten times a day for 
five days. Although the rats were randomly selected, each student was 
informed that the rats were either "maze-brigjit" or "maze-dull." 

Results indicated that on three of the five days and for the experiment as a 
whole, E's [experimenters] believing their S's [subjects] to be bright obtained 
performance from them significantly superior to that obtained by E's believing 
their S's to be dull. The S's believed to be bright appeared to be learning the 
problem while those believed to be dull did not. These results occurred in spite 
of the fact that on the level of verbal report both groups of E's wanted their 
S's to perform well. In addition, a research assistant following the identical 
experimental procedure, was able to obtain, without "cheating," performance 
from her S's superior even to that obtained by E's believing their S's were 
bright. Comparing the degree of correlation between what each E specifically 
expected to obtain from his S's and what he actually did obtain from them for 
the "Bright" and "Dull" groups suggested that these groups were about equally 
biased although, of course, in opposite directions (4) . 

Thus, even when dealing with non-human subjects, the experimenter's 
expectations seem most significant in determining the performance of 
the subject. Certainly the expectations of the teacher for her pupils can 
determine, particularly hi depressed-urban-area schools, the school sur- 
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vival or non-survival of the youth. If nothing else, teacher expectations 
affect the time spent in preparing to teach, the amount of real concern 
for individual students, and the degree of "soul" the teacher gives to his 
work. 

The involvement of an almost total staff, including administration, 
would seem then to be essential for innovation in curriculum, and for 
modification of behavior to insure truly effective teaching. We obviously 
cannot expect anything approximating 100 per cent involvement of staff, 
but the nearer we come to this ideal, and to the contagion of enthusiasm 
which results from it, the greater the possibility of creating the milieu in 
which youth, particularly disadvantaged youth, can learn. 

In order that teachers of children with limited backgrounds may main- 
tain enthusiasm for teaching, and hope for the educability of their chil- 
dren, they must be continually reinforced. The teacher needs adequate 
resources to combat the corrosive influences of emotional and physical 
poverty with which many of his students live day in and day out. The 
teacher needs help to teach effectively in spite of the inadequate facilities 
which often seem typical of inner city schools. High transiency rates and 
the generally low achievement of pupils beset by out-of-school difficulties 
which carry over demonstrably into the classroom can overwhelm the 
most conscientious teacher. 

The Detroit Project does provide some reinforcement to teachers. Ad- 
ditional personnel, whose duties are discussed at length later in this paper, 
provide some aid in working with children whose reading, speech and 
arithmetic disabilities are pronounced, in developing stronger ties and 
understanding between families and the school, and so forth. Referrals 
of children with physical or emotional difficulties can be made more 
readily by the classroom teacher in Great Cities Project schools. After 
school and evening programs, with clubs, remedial and enrichment classes, 
and recreational activities tend to provide a more beneficient climate for 
the child than street play might provide, and to orient the child more 
specifically to the school and the teacher than would otherwise be so. A 
full summer-school program involving a large percentage of the school 
population not only provides interesting learning and recreational experi- 
ences for the child, but helps him to carry over what he has learned, in 
behavior as well as in actual knowledge, from one school year into the 
next. 

One more concrete means of reinforcement is the addition to the gen- 
eral fund of each school a sum ranging from $350 to $450 to be used by 
the staff for the purchase of small supplies and materials which are not 
available through normal requisition channels. Another is the provision 
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of funds and transportation for an additional four to five hundred bus 
trips to farms, parks, museums, and the like for the seven schools in the 
project. 

Significant though these additions may be, they are basically without 
purpose if the teacher does not have the opportunity in his classroom to 
be experimental, to be innovative, to be free to do those things which are 
important for the children. Such freedom to do what is needed is there, 
or is lamentably lacking, in accordance with the administrative style of 
the principal of the school. Is the school's administrative staff restrictive 
or non-restrictive, authoritarian or democratic, legalistic or expeditious? 
These are knotty questions to ask, difficult questions to answer, but they 
are important since they are germane to the nature of the teaching and 
learning processes which exist in each school. It has often been stated 
that the most important single individual in any community is the elemen- 
tary school principal. I would extend this to all levels of school adminis- 
tration, elementary and secondary. To illustrate, the most obvious de- 
terrent to enthusiastic and imaginative teaching is the authoritarian who 
sees his school as an armed camp which admits a school population in 
the morning, regiments them until early afternoon, and then sends them 
home, five days a week. More insidious and difficult is the legalist, who 
represses his staff, who processes each decision with perfect logic and im- 
perfect premises, who operates exclusively through a tight chain of com- 
mand, who so dampens enthusiasm and subverts innovation that any ex- 
ternal assistance provides only short-term palliative results. 

Documentation of the statements made above regarding teacher atti- 
tude and administrative behavior is very difficult. We have considerable 
evidence to support these statements. However, because of the experi- 
mental nature of the project there is need to preserve a modicum of secur- 
ity since release of research data could indeed contaminate the results of 
the experiment, particularly with our control schools. Some of the meth- 
odology used in our research will be discussed later in this paper. 

Work with Parents and Community 

The second primary focus of our attention is upon the parents and the 
community. Once again, this is a question of involvement. Parents who 
are not involved, who do not know what is taking place in the school, 
can certainly not reinforce what the school is doing with their children. 
We also see a need to involve parents and the community so that we may 
raise the aspirations of the parents and their children with regard to aca- 
demic and social achievement. Parents in depressed urban areas typically 
stay away from schools. They stay away from school because their own 
experiences have been either unpleasant or short-lived or both. They are 
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fearful of the institution of the school and they lack information about 
what is taking place in the school. They do not typically join organizations 
and therefore do not normally attend parent-group meetings, do not par- 
ticipate in adult-education classes they generally avoid all school con- 
tacts. 

We have tried to make our Great Cities Project schools true community 
schools. This means that the schools must necessarily be open from eight 
o'clock in the morning until late at night. One of our first approaches to 
parents was to ask them to tell us the kinds of experiences they would like 
to have in the afternoons and evenings for themselves and for their chil- 
dren. The parents so contacted were normally those who were more 
articulate and more solvent economically and who had higher aspirations 
for themselves and their youth. The so-called hard-to-reach parents were 
not particularly interested regardless of what the school might offer. Using 
those parents who could and would respond to our inquiries, we first pro- 
vided free clubs and classes which were of the upgrading nature. These 
classes were designed to help parents gain more skills. Often parents had 
unrealistic expectations about these classes, believing that jobs would be- 
come available to them as a result of their classwork. A few have gained 
some skills through these classes and have been able to obtain, if not better 
employment, at least techniques which enhanced their leadership potential 
and communications skills. These first classes included shorthand, speech, 
typing, sewing, millinery., cake decorating, and the like. The parents then 
told us that such classes were fine, but asked if it might be possible to pro- 
vide some classes in reading and arithmetic so that parents could refresh 
these skills and help their children in their studies. This we did. 

Even more crucial than these skill classes were the informal groups, 
clubs, and classes which were organized around parents' newly expressed 
needs. Simply the opportunity to meet together, to plan for their young- 
sters, to take short-term enrichment classes, to learn how to budget, how to 
prepare food, how to repair furniture, to be more efficient and effective 
in household tasks and family relations all of these provided the adults 
with opportunities to bolster self-esteem and to raise aspirations for them- 
selves and their children. 

These clubs and their classes have been taught by teachers on both a 
voluntary and paid basis and by lay persons from the local community and 
from the total metropolitan area. In addition, many youth from the com- 
munity have been hired as baby-sitters, teacher's aides and assistants for 
afternoon and evening classes and clubs. Altogether there are more than 
two hundred after-school clubs and classes for youth and adults hi the 
seven schools. 

Each school has had to organize after-school and evening activities in 
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terms of its own community and the needs of that community. Some of 
the schools have put a greater emphasis on the enrichment programs for 
youth in the afternoon, others on adult programs in the evening. The 
greatest difficulty in involvement of youth and adults has naturally come at 
the secondary level, where the ambivalence of youth toward their parents 
and the size of the school attendance area mitigate against parental par- 
ticipation in school functions. 

We have reached not only the "parents who go to PTA meetings"; we 
have been able, through the skills of some of our additional personnel, to 
involve a great many of the so-called hard-to-reach parents. The number 
of people involved in these after-school and evening activities varies, be- 
cause of the short-term duration of some of the classes and clubs, but it 
averages between fifteen hundred and two thousand youth and adults each 
week. 

One of the dangers inherent in such involvement of parents is the over- 
involvement of certain parents. We found that many of our adults would 
attend as many as four and five evenings a week, with the result that our 
program tended to fragment rather than bind families closer together. We 
have gone a long way in solving this problem by scheduling family nights, 
when the entire family participates in the available activities. We further 
restrict the number of evenings any family may be involved. We have also 
experienced some difficulty as a result of the hiring of local people. The 
moment that one hires people from the local community, one gives them a 
status which then raises them above their peers and sometimes causes a 
degree of rejection and considerable resentment of their new leadership 
capacity. 

A further difficulty is the tendency to develop "programs for program's 
sake" rather than in terms of the needs of the community. Competition 
often sets in between schools and results in the scheduling of classes with- 
out any inquiry into the needs, expressed and otherwise, of the local school 
community. 

One additional hazard that is very real in this community-school sort 
of operation in urban depressed areas is the danger of making the parents 
too dependent on the school. Parents must become dependent on the 
school initially, if they are to be involved at all. They must see the school 
as a resource for helping them with their personal and community prob- 
lems. This project will not succeed if it does not develop an indigenous 
leadership, which assumes responsibility on its own for the problems of 
individuals and the local community. We have no intention of relieving 
parents of their responsibilities as parents, but we want them to ask for 
help so that they can find ways of working out the solutions to their prob- 
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lems themselves. We attempt in this manner to revive the positive parent- 
child relationship which is so often lacking in the disadvantaged family. 

In order to accomplish both the teacher and parent reinforcement, we 
must have additional help for the regular staff of each school. This we have 
provided by adding three additional personnel to each of the school staffs: 
a school-community agent, a full-time visiting teacher, and a full-time 
coaching teacher or language arts consultant. 

The School-Community Agent 

Theoretically, the school-community agent should be a trained social 
worker with experience in both community organization and group-work. 
We were not able to achieve this ideally, but have some persons with this 
background and others with professional training (usually in education) 
and considerable experience in community organization and group-work 
activities. The school-community agent is, simply enough, a liaison be- 
tween the community and the school. This person interprets to the com- 
munity the functions of the school and interprets to the staff of the school 
the realities of the community. One of the agent's most important func- 
tions is to work with organized block clubs, community councils, and par- 
ent groups, if these exist, and to help organize such groups if they do not 
exist. In addition, we have asked these agents to assume responsibility for 
the after-school and evening programs for youth and adults. Often these 
two roles are in serious conflict. The administrative and supervisory func- 
tions which are part of the after-school and evening programs do not allow 
the school-community agent the freedom he requires to become the de- 
tached worker; a role which we have found is essential to successful or- 
ganization of a fragmented and uncohesive depressed-area neighborhood. 
Further, the administrative style of each school can limit the agent to a 
program director's capacity or free Mm to become a detached expert 
doing constructive work in the neighborhood. 

The visiting teacher is the school social worker. This person has had 
specific training in the case-work methodology and operates primarily 
with children and the parents of children who have crucial school-adjust- 
ment problems. The visiting teacher is normally assigned in the Detroit 
schools; but she is usually assigned to six or more schools and spends per- 
haps a half a day a week in each school attempting to handle an unrealistic 
case load in this fragmented fashion. In the Great Cities Project, the 
visiting teacher is assigned full time and is thus able to establish roots in 
the neighborhood and to work closely with the specific problems of the 
school and the community, its youth and parents. She is able to deal more 
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successfully with fewer cases, to know and understand the school staff and 
politics, and to become identified with her school and hence with parents. 
As we examine the role of the visiting teacher in the new five-day-a-week 
involvement in a single school, we are asking additional questions about 
the training and certification of these persons. A Michigan law requires 
that visiting teachers be certified as teachers and, in addition, have Mas- 
ter's degrees in social work with emphasis in case work. We are question- 
ing the necessity for the teaching certificate and are examining the possi- 
bility of a combination case and group-work training because the needs 
of the clients often dictate group-work rather than case-work therapy. 

The coaching teacher is actually a language-arts teacher who is per- 
forming special remedial functions with children who are retarded in 
reading. She often conducts small classes ranging from five to fifteen 
children working on the particular skill deficiencies of children. Once 
again, the coaching teacher's role is changing. She often finds it more ef- 
fective to work less specifically with small groups of children and more 
with total staff in helping all teachers gain the necessary skills to work with 
the reading deficiencies of children regardless of the subject matter area. 

We have seen some startling results show up in achievement in the 
relatively short period of a semester or a year as a result of this individu- 
alized attention given to students by the coaching teachers. We cannot 
make any claims about this progress in achievement until we have a look 
at it over a long period to see if there is a retention of the gain. 

School-Agency Cooperation 

In addition to the use of these specialized personnel we have also had 
intensive public and private agency involvement. The success of any com- 
munity-school venture depends in large measure on the concentrated use 
of available public and private agency personnel and resources. The De- 
troit Great Cities School Improvement Project has therefore developed 
these programs: 

1. In cooperation with the Neighborhood Service Organization and the 
Detroit Behavior Project, day camps were conducted at one of our schools 
during the summer of 1961 for fifty-five emotionally disturbed children 
from the project schools. 

2. We have used the YMCA and YWCA programs and facilities. In 
addition to the use of their busses and physical facilities, we have many 
YMCA and YWCA groups meeting in our after-school program with 
agency, school, and lay personnel involved in leadership capacities, 

3. We have shared facilities and personnel with the Detroit Parks and 
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Recreation Department. We use one of their large recreation centers, and 
they use the swimming pools in the school buildings. The Detroit Parks 
and Recreation Department, a municipal agency separate from the schools, 
has also provided new programs in project schools where no recreation 
program had existed before. 

4. We have increased the school's use of public library facilities, by 
shuttle-bussing children in "library caravans" to inner-city libraries. Par- 
ents served as assistant librarians on these ventures. 

5. We are conducting intensive research into the relationship between 
physical and nutritional needs of children and the learning process, in co- 
operation with the Detroit Department of Health, which is a separate city 
agency. The health examination clinic, which was established in one of our 
schools by the Pilot Club of Detroit, contains all of the equipment and fa- 
cilities necessary to do a complete physical examination of the school 
population. The Detroit Department of Health is providing funds to re- 
imburse the examining pediatricians. 

6. We have had continuing contacts with local churches as an integral 
part of the school-community agents' function. 

Often in urban depressed areas there is a tendency for churches and 
both public and private agencies to move their services from that area to 
other areas where progress is more easily identified. The agencies which 
remain in the depressed area often provide overlapping services to the 
hard-to-reach parents of the community. This leads to the duplication of 
financial aid and conflicting advice being given to families. 

As a result, the Detroit Great Cities Program has developed a theoreti- 
cal rationale clarifying the role of the school as it relates to the agencies 
and social work methodologies. This rationale is dynamic, in that it 
changes as new insights and role definitions develop. 

We feel that the public schools, particularly the elementary schools, 
provide the structures in which social-work functions may best be per- 
formed. The encapsulated, or limited and defined, elementary-school 
population and the inclusion within elementary school boundaries of a 
relatively fixed population, offer one of the best field situations presently 
available. The school has other assets. It is established, it has access to 
the home, and its records for each child will automatically provide infor- 
mation on a large percentage of the population in the school's boundaries. 
Such boundaries do include the families of parochial and private students 
and citizens whose children have gone through school. In these cases, 
even though the social work contact is not as readily made, at least the 
boundaries are fixed and provide a localized area for social work opera- 
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tion. The elementary school, therefore, could provide the basis of opera- 
tions for case- work, group-work and community-work functions. These 
functions could be operated by school personnel or by public, private, 
and agency personnel Yet at the present time, exclusive of this project, 
Detroit's schools are involved only in limited casework through the Visit- 
ing Teacher Program. 

The schools provide little in the way of group-work functions. The one 
best example of group-work therapy presently in the Detroit Schools is the 
School Behavior Project which uses "Action Teams" of school and agency 
personnel in work with disturbed children referred by the school. Other- 
wise, the only existent group-work functions are basically of a recrea- 
tional and instructional nature and performed, after school, both by Detroit 
Public School personnel and by agency people from many organizations 
and institutions. In spite of the school's ideal locus, community organi- 
zation functions are left almost entirely in the hands of non-school person- 
nel, with the rare exception of the sophisticated administrator who oper- 
ates in this area to a limited extent. 

The Great Cities School Improvement Project is embarked upon activi- 
ties in all three aspects of social-work functions. With regard to the com- 
munity organization aspect, the community agent already serves as an or- 
ganizer in each of the local communities. Thus the school-community 
agent, particularly the agent in the elementary school, can be a most ef- 
fective instrument for the performance of the crucial community organi- 
zation activities as the project develops from its demonstration stage into 
a program for all schools in depressed urban areas. 

With regard to the aspect of group-work services of a recreational and 
instructional nature, the schools can fill many of the needs of a local com- 
munity. Adult evening programs offering appropriate up-grading, train- 
ing, and retraining courses might be conducted on a non-fee or "ability- 
to-pay" basis in the high schools and junior high schools. At all school 
levels, but with emphasis at the elementary, parent and youth groups and 
clubs, meeting informally, could partially fulfill the project's objectives 
by increasing parent reinforcement of the school program and raising the 
aspirations of the participants. In addition to organizing and operating 
these informal groups in the schools, the school-community agent can act 
as the catalyst in bringing to the schools those group-work services of a 
recreational, crafts, and character-building nature as already provided by 
agencies in the community. Further, the school could serve in a coordi- 
nating capacity with the agencies which have facilities within the school 
area, so that services would cover the school evenly without duplication 
and wasteful expenditure of time and energy. 
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With regard to the aspect of group work used in rehabilitation of dis- 
turbed children, it is obvious that competent, trained group workers and 
therapists would be more effective than school personnel. In addition, the 
school setting is one in which most disturbed youngsters have met defeat 
and failure, and often presents a block to the progress which might be 
made with group therapy. It may be appropriate, therefore, to use exist- 
ing neighborhood facilities other than the school building. The school 
team needs to be involved in these kinds of activities, however, in much 
the same way as it is involved presently in the work of the School Behavior 
Project. The school team would continue to be a source of referrals to 
the therapy group. 

The case-work methodology has already been mentioned in the discus- 
sion of the role of the visiting teacher. We feel that the full-time utiliza- 
tion of this school social worker in the Great Cities Project schools adds 
real strength to this dimension of each school's social work functions. 

The implication might be drawn, from this emphasis upon a rationale 
for the school as a social-work agency, that we have a dream that the 
school should be all things to all people. The answer to this is emphatic: 
certainly not! The school must concern itself primarily with the academic 
enhancement of children. Yet, if the school is to prepare all youth for 
the world of work, and for independent social, economic, and political 
lives, the school needs to examine its traditional role in the light of past 
successes and failures. Who can say we have really succeeded with edu- 
cationally disadvantaged youth in the past? It would seem that both school 
and society must face, and work to disarm, the "social dynamite" referred 
to by Dr. Conant in his Slums and Suburbs. 

Here, the implication stands: it is very possible that the school must be 
more effective if it expects to produce competent, well-educated young 
adults. The rationale for incorporation of the social-work methodologies 
into the school's program is an attempt to enhance the school's effective- 
ness in an area of great importance, particularly in depressed urban com- 
munities, where the effects of a deprived out-of-school life impinge upon 
the child's in-school life, and limit his ability to learn. 

We propose, along with renewed and creative efforts with staff and 
curriculum, the intensive use of the social work methodologies as a part 
of the school's daily operation. Acceptance of the concept of the school 
as a social work agency affords a new opportunity to do preventive rather 
than remedial work with problems of youth and adults in the local com- 
munity; with the goal of reinforcing the academic competence of youth. 
There is no intent to suggest that the schools should or could do this alone. 
Indeed, cooperation between school and agency is the only feasible solu- 
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tion. The schools, however, are in a strategic position to be the case-find- 
ing agency, the referral agency, and the catalytic agency to those groups 
organized to render appropriate services. In addition, the school is a 
public facility which needs to be utilized by individuals and agencies 
and by the community for the common good. 

Evaluation 

The Detroit Project is unique in that a full-time evaluator, Dr. William 
M. Rasschaert, has been assigned to its staff. In initiating the project in 
Detroit, it was recognized that programs with demonstrated effectiveness 
should be continued and extended to schools currently uninvolved in the 
project with the stipulation that an expanded program could not exceed 
an annual 10 per cent per student cost increase. Not every part of the 
project program will remain in use. To meet cost limits, project staff must 
analyze statistics and data computed and filed during the five-year run, 
and use its findings to establish a priority list, top-rating the elements of the 
project program which had the most significant effect in increasing school 
success of the child with limited background. Recommendations from this 
priority list will become the program used in extended project activities 
(3, p. 419). 

In the original evaluation design, two types of control schools were 
used: 

Control Type A: 

These four schools (two elementary, one junior high, and one senior 
high school) are in generally the same geographic area of the city as are 
the experimental schools. The achievement and ability levels of the pupils 
are quite similar to those of pupils in the experimental schools. 

Control Type B: 

In this group there are five schools (three elementary, one junior high, 
and one senior high school) and these are located in obviously different 
geographic parts of Detroit than the project schools. As measured by 
Detroit city-wide testing programs, the achievement and ability scores of 
the pupils in these schools consistently reflect higher levels of attainment. 

As part of the total evaluation design, the project staff has prepared a 
document entitled A Plan for Evaluating Major Activities in Great Cities 
School Improvement Programs. Nine categories of teaching-learning, 
school-community, and pupil-parent-teacher activities have been con- 
sidered in terms of the specific (1) nature of each activity, (2) suggested 
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treatment of data accruing from such measurement. Among the broad 
categories into which all activities are ordered according to their function 
in the program are pupil achievement, attitude changes, behavioral 
changes, evaluation of teaching materials and techniques, school-commu- 
nity relations, and school health. Activities in each of these nine cate- 
gories receive careful evaluation as we attempt to determine to what de- 
gree each activity is effective relative to the total program. For instance, 
in the category of behavioral change, which is most effective, the work- 
shop at which experts speak or the workshop which involves school staff 
in planning curriculum change? And, relative to the total program, which 
has proved more effective in educating the child, modification of teacher 
perception or a more intensive school health program? In other words, 
where do we put our money to get results? 

The Great Cities School Improvement Program has taken advantage 
of data made available by the various city-wide testing programs the 
Iowa Test of Basic Skills, the SCAT -STEP, and the various intelligence 
testing programs at several grade levels. In addition, results of achieve- 
ment and intelligence tests administered to project and control school 
pupils with tests other than those used city-wide will continue to supply 
us with more and different kinds of measurement data. Examples of such 
additional tests are the California Achievement Tests and the Lorge- 
Thorndike Tests of Intelligence, Verbal and Non-Verbal 

In addition to comparing pupils in project schools to pupils in Control 
Types A and B schools, we also intend to "follow" project-school children 
and measure their individual growth in ability and achievement areas over 
the next three years. Similarly, we are evaluating the children who attend 
our summer schools to attempt to determine if this type of enrichment 
effects improvement over a full school year of pupil-work. In terms of 
evaluation, the over-all pattern of this project will include two methods 
of looking at results with children: 

1. Measurement of pupil growth in project schools as interpreted rela- 
tive to two different control groups; one group in a depressed area very 
similar to that in which the project schools are located, and one group in 
an area which is very substantial and middle-class. 

2. Examination of growth in selected characteristics from one period 
to another; this could mean using subpopulations and doing individual and 
group measurements or using the case study method with selected in- 
dividuals. 

In addition to the above, school and sociological base-line data have 
been collected regarding attendance, failure, lack of kindergarten experi- 
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ence, delinquency and youth and adult crime, and population density and 
transiency in each school's service area. A Pupil Information and Atti- 
tude Inventory was also devised by project teachers and administrators and 
administered to the children in the project schools from grades 4 through 
12. This survey, after compilation of the data, is a part of each child's 
cumulative record. 

Two instruments have been devised to examine the crucial factors of 
teacher information and teacher attitude. The Teacher Information Ques- 
tionnaire was constructed by a group of sixteen classroom teachers in the 
project schools. This survey has been administered to all the teachers in 
the experimental and control schools. Frequency distribution and second- 
order runs with selected questionnaire items have been tabulated at the 
University of Michigan Computer Center. 

Dr. Henry Meyer and Miss Donna MacLeod, from the University of 
Michigan, School of Social Work, designed an instrument in 1959, en- 
titled Values Questionnaire, for measuring the attitudes of social workers. 
In 1960, Drs. Meyer and Litwak and project staff members modified this 
instrument to make it appropriate for administration to approximately 750 
experimental and control school teachers in the Detroit Great Cities Pro- 
ject. This modified instrument titled What Do You Think About These 
Social Questions? measures nine dimensions (see Table 1 ) . 

Table I. 

Value Value 

Dimension Number Dimension Title 

I Individual worth versus system goals 

II Personal liberty versus societal control 

III Group responsibility versus individual responsibility 

IV Security-satisfaction versus struggle-suffering-denial 
V Relativism-secularism versus absolutism-sacredness 

VI Innovation-change versus traditionalism 

VII Changeable human nature versus inherent human- 

fatalism 

VIII Diversity-heterogeneity versus consensus-homogeneity- 

conformity 
IX Interdependence versus individual autonomy 

The values questionnaire's seventy-two questions, plus the information 
survey's eighteen questions, have been processed through the Computer 
Center at the University of Michigan. Although we can acknowledge that 
the data from these instruments have most significant implications for the 
project's program and perhaps for education in Detroit, any reporting of 
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these data as such would tend to contaminate seriously the results of the 
projected post-tests, particularly hi our control schools. 

Indeed, the midpoint of a five-year demonstration project is an awk- 
ward time for reporting in detail the significant results of evaluation and 
research. Base-line data have been gathered and are in the process of be- 
ing analyzed and interpreted. Yet we have only subjective evidence that 
we have increased the competence of particular individuals and groups 
of children, youth and adults. 

We have data to indicate that IQ scores have been substantially in- 
creased in certain situations; that achievement scores have been materially 
affected by specialized coaching and enrichment programs; that parent 
participation in school and after-school programming is far beyond our 
expectations; that public and private agency involvement and coopera- 
tion is increasing rapidly as these agencies come to know the objectives 
of the project. 

We know all these things, yet we do not know, at this point hi time, the 
lasting effect of changes in IQ and achievement, nor the degree of rein- 
forcement of the school by parents and agencies, nor the positive change 
hi the aspirations of parents and of children. We know we are providing 
significant service to the children and the families of the children. But 
only depth evaluation over a sufficient period of time can tell us those 
aspects of our program which are appropriate for movement to school 
areas beyond the demonstration project. 

In addition, therefore, to the evaluation procedures mentioned above, 
it is important that we examine in detail those larger educational and 
sociological aspects of the project which will be determinants hi move- 
ment of the project through the school system. To assist us hi the exami- 
nation of three of these aspects, Dr. Eugene Litwak, School of Social 
Work, University of Michigan, has prepared three working papers. These 
papers are: 

1 . "Notes on the Relationship Between Family, Educational Achieve- 
ment and Good Citizenship," July 25, 1961. 

2. "Notes on the Relationship Between Neighborhood, Educational 
Achievement, and Good Citizenship," July 31, 1961. 

3. "Notes on the Relationship Between Administrative Behavior, Edu- 
cational Achievement and Good Citizenship," August 22, 1961. 

The concepts which have been delineated in these documents and re- 
viewed and modified by project staff and Drs. Litwak and Meyer, will be 
tested in a research program involving the project elementary schools, two 
control schools and two elementary schools outside the project. With the 
financial support of the Detroit Area Study of the University of Michigan 
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and funds from additional sources, interview schedules and questionnaires 
are being prepared and staff organized to test the hypothesis outlined in 
the working papers. As Dr. Litwak says. 

The full and systematic exploration of these problems is a necessary pre- 
requisite for setting up programs which will be meaningful to the Great Cities 
Improvement Project. The simultaneous consideration of all three memo- 
randum involving family, neighborhood, and administrative behavior should 
eventually permit the establishment of better relations between school and 
community (2). 

Conclusion 

What are the "short-term" forecasts for the Great Cities Project in 
Detroit? It is believed that a considerably larger number of children at- 
tending project schools wiH leave them with positive self-images, higher 
goals, greater scholastic achievement, and improved citizenship; they are 
expected to be more adequately prepared for continuing school or going 
to work independent rather than dependent citizens. 

It should be stressed that the Detroit Great Cities Project is not unique 
in its premises or in its purposes. Individual teachers and schools in De- 
troit and across the nation are striving to meet the needs of the child with 
limited background. With little organized help, and no extra funds, their 
work has been done with dedication and enthusiasm. Such efforts are 
inspirational, but they are often a stopgap, and we cannot hope that they 
will resolve a dilemma which has grown to such proportions that it can be 
met only with concerted, total-community effort. Now, as the community 
becomes fully aware of wasted manpower, the hard core of unemployed, 
the high-school drop-out and his inability in most cases to compete for a 
place in today's overcrowded, skill-demanding job market, it will turn 
more and more to educators, first for explanations, and then for positive 
and workable solutions. And educators must be able to provide these 
solutions, by bridging the gap between what the schools now offer and 
what life with increasing technology and urbanization demands of an 
individual. 

And that gap does exist. In spite of the fact that more youth are finish- 
ing high school and going on to college, increasing numbers of young 
men and women, including a good percentage of the most able and most 
intelligent youth, do not find what they need in school, do not learn, lose 
purpose and direction, and drop out. They are abetted by indecisive par- 
ents, tolerated by an apathetic community, often tacitly disestablished by 
the school. 

Certainly we have a commitment as a society to these youth. We should 
live up to that commitment, preferably before the sad decision to drop out 
is made. We should consider ways to prevent this crisis. It is far more 
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wasteful of human and fiscal resources to wait until rehabilitation is neces- 
sary; particularly when we know the ways we must go to reduce drastically 
the number of drop-outs, and to make schooling more effective as prepara- 
tion for life. 

Perhaps the most significant thing about the Detroit Great Cities Pro- 
ject, and similar projects in many great cities, is that it stands as a state- 
ment of need, as a formal attempt on the part of a superintendent and a 
board of education to establish a structure which has the funds, the per- 
sonnel and the support to do a thorough job of proving that all children, 
no matter how difficult their situation may be, can be well-educated and 
positively motivated. 

I will close with a short list of observations about youth in today's so- 
ciety, made by Professor Earl Kelley (1). He states that all adults, and 
educators in particular, need to keep always before them these points : 

1 . Our culture is in jeopardy unless we can adequately care for our young. 

2. Our young people are all right when we get them. If all is not well with 
them, it is due to what has happened to them in an adult-managed world. 

3. If youth have not been too badly damaged by the life that has been thrust 
upon them, they enjoy and desire a good society as much as we do. 

4. In urban society, our young live under more difficult circumstances than 
they used to. 

5. The amount of juvenile delinquency in any community is a measure of 
that community's lack of concern for its young. 

6. There is really no valid, responsible place in our urban communities for 
youth. They are a displaced segment of our society. 

7. A place must be made for them and it seems to me that the only feasible 
place is the school. 

It is our hope that the Detroit Great Cities School Improvement Project, 
in consultation and coordination with other Great Cities projects, can 
make schools in depressed urban areas the really "feasible place" for 
youth to grow to independent competent citizenship. 
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That the public schools in America cannot shut themselves off from the 
communities they serve has been a long-accepted tenet of our educational 
philosophy. As a result of the thinking and experimentation of men like 
Francis W. Parker (7), John Dewey (6), Joseph K. Hart (5), and Henry 
Barnard ( 1 ) , generations of school men have sought to increase the points 
of contact between their schools and their communities, to make the life 
within the school meaningful in terms of the life outside the school, and 
to consciously seek to use the school as an instrument for community 
improvement. 

A "community school," therefore, has been variously defined (2) in 
terms of: 

Its pursuit of the solution of community problems. 
The extent to which its curriculum is centered on the study of the eco- 
nomic, social, governmental, and political activities of the community. 
The special services it renders to both children and adults. 
The extent to which the school building is used as a community center. 
The responsibility assumed for adult education. 
The scope of the vocational-training program. 

As educators have developed various aspects of the community school 
four main types have emerged (4). 

Type I : The school with a community-centered curriculum. In such a 
program, the school sees the community as a "resource for the enrichment 
of the program of the school . . . community resources . . . also help de- 
termine the kind of learning experiences children have" (4, p. 50) . Com- 
munity improvement activities do not necessarily grow out of the studies, 
but the emphasis is placed on understanding the community and making 
the curriculum meaningful. 

Type 2: The school with a vocations-centered curriculum. The school 
here uses the opportunities provided by the community for work expe- 
riences. Counseling, adult training and retraining programs, and super- 
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vision of working students are usually included along with the preparation 
for employment. Most vocational schools more or less follow this pattern. 

Type 3: The community center function. In this type of school, the 
emphasis is put upon developing the fullest use of the physical facilities of 
the school by various community groups. Most of the schools in urban 
areas to which the label "community" has been affixed, are of this type. 

Type 4: The community-service program. Here the aim is to improve 
the conditions of life in the community. Children and adults study local 
problems. Efforts are made to coordinate the activities of many agencies 
with the school's program. Here the school deliberately sets out to do 
community-development work. 

The essential unity of the school and its environment is the philosopical 
basis for these four concepts of the community school. Until this unity is 
established, the school cannot begin to feel the pulse of the community or 
build a program which will be relevant and realistic. 

To develop such unity, many authors have stressed the obligation which 
school administrators assume for analyzing and understanding the com- 
munities they serve (3) . Using survey techniques, school personnel learn 
the problems of the communities and their resources, and then design 
curriculum, special services, and community-center activities accordingly. 

Most community-school proponents assume that educators have the 
capacity to understand the needs of their communities and that they have 
both the imagination and the willingness to meet these needs. These as- 
sumptions are generally proven correct in situations where the educator 
not only understands the community, but identifies with it. There is an 
important distinction to be made here. Understanding is cerebral; identi- 
fication is partly visceral. Either can be present without the other. One 
without the other, however, precludes the creation of the community 
school. Where both are present in the educators, community schools 
flourish. 

Wherever the social-class level of community and educator are similar, 
both understanding and identification can be developed. For the teachers 
and administrators who work in communities whose dominant values they 
either hold or respect, whose child-rearing practices they approve (and 
tend to follow themselves), whose margin of economic security enables 
the parents to take an active interest in their children's education and the 
welfare of the school, and/or where the education level or motivation of 
the parents is adequate for them to work with school authorities with some 
competence, the obstacles to developing community schools are few. 
Under these circumstances, the educator can go beyond understanding 
the community; he can identify with it. 

Thus, there will be relatively little difficulty in establishing the com- 
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munity school in urban middle-class neighborhoods. Where we are hav- 
ing our greatest difficulty is in those neighborhoods of the city where the 
middle class teacher confronts the lower class child and parent and/or 
those who differ from him with regard to culture, ethnicity, or race. 

In the classrooms of these schools we discover the antitheses of middle- 
class expectation: 

Pupil transiency rather than stability. 

High percentages of reading and arithmetic retardation rather than 
strong mastery of the fundamentals. 
Weak rather than strong motivation. 
Above average drop-out rates. 
Serious discipline problems. 
Uncorrected health defects which impair learning. 

In the homes we often find the single-parent family, the unemployed 
father, low educational levels, and high adult- and infant-mortality rates. 

These conditions, the fruits of poverty, are the by-products of our slum 
neighborhoods, often voiceless, disorganized, and alienated from the in- 
stitutions which hope to help them. 

In such a confrontation, understanding is difficult to achieve. To ask 
for something beyond this identification is to ask a great deal. 

But until we at least can approximate the identification felt by the 
middle-class teacher in a middle-class community, or the country-born 
teacher in the rural community, the effort to build urban community 
schools will be half-hearted and largely unsuccessful. 

The barriers to real communication across social-class lines are many 
and subtle. The very words we use, their enunciation, the rate at which 
we speak, the clothes we wear, etc., all can contribute to separation, sus- 
picion and misunderstanding. In such a setting a well-meant gesture can 
be misinterpreted, good intentions may be regarded as condescension, 
criticism may be taken for prejudice. The ability of the school staff to 
communicate with the people of the slum will determine the extent to 
which a broad, varied, and effective school program can be developed. 
The social-class barrier between the school and the slum is a formidable 
one and must be taken into account in the structuring of community 
schools. 

We are often told that we need to have the "best" teachers in these 
schools. This is an easy and basically meaningless panacea to offer. Cer- 
tainly we can do much to increase the understanding of future teachers 
with regard to the slum and its problems. We can, as will be discussed 
later in this paper, insure better communication. But personalities differ 
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and to this extent, the abilities of teachers to professionally identify 
with the communities will vary. 

We all know teachers and principals in slum schools who have suc- 
ceeded, by some magic of mind and personality, where so many others 
have failed. While we must try to educate others to emulate these great 
ones, I doubt that we can ever do this effectively with enough people, 
given the many intangibles involved, to meet the needs of the city. 

The urban community school will always face the fact of teachers who 
fail to understand enough, fail to identify sympathetically, and tend to 
perform perfunctorily in the classroom. With this expectation, or perhaps, 
certainly, we must try to compensate by refining the school's ability to 
project the understanding, the concern, the warmth and the skill of the 
masterful teachers. 

If the school, as an institution can be structured so that it is recognized 
as an authority that cares about the neighborhood and its children, and 
one which can translate this concern into action that is seen as significant 
by the community, we can hope for an urban community school. As such, 
it will depend less upon virtuoso performances on the part of its talented 
personnel, and more upon the shape of its collective action. Thus, the 
school's activities will be designed: 

To give the talented personnel the widest scope. 

To give the less talented opportunities for developing understanding 
and identification. ' 

To provide the maximum opportunities for interaction between class- 
room teachers and parents. 

In a sense, this school will create its own in-service program by the 
nature of its special programs. 

Conspicuous collective school action depends heavily on a principal 
who is flexible, and who understands and works with community needs 
more than with bureaucratic prescriptions. Without him, all the formulae 
and conceptualizations of the community school are meaningless. From 
him, can come insight and know-how which really make the community 
school work. We are convinced that such principals can be developed 
systematically. This becomes the first step in the creation of the urban 
community school. 

School Planning and the Community School Principal 

The following discussion is based upon two assumptions: (1) The 
planning for community schools in slum areas must begin before the de- 
sign and construction of the school building. (2) Present procedures of 
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school planning makes for inadequate preparation of the administrative 
talent required by the urban slum school. 

Pressures upon school construction divisions in our cities are so great 
that they are being forced increasingly to build schools on an assembly 
line basis. Factors contributing to such pressures are the large numbers 
of obsolete central city schools, the rising expectations of the urban popu- 
lation with regard to education, the increasing mobility of urbanites with 
the consequent redistribution of the school age population, and, the effects 
of urban renewal programs in shifting population and in changing land 
use patterns. 

Short of time, money and personnel, the school systems are forced to 
grind out mass-produced schools. Too often, the fact that the school will 
serve a lower-class neighborhood may not be deeply considered by the 
planners. We have noted that the class barrier is difficult to pierce for 
those who work directly with the children; this communication barrier is 
even more serious for those insulated from the community. Designing 
schools with inadequate reference to the needs, strengths, and aspirations 
of the community is the very antithesis of the community-school concept. 

Therefore, we must develop a planning procedure for community 
schools which will: 

1. Supply the architect with insights into the nature of the community's 
problems, with the thinking of the community itself regarding its school, 
and with a total program around which he can wrap a building. 

2. Put the future principal of this building into the position of "honest 
broker" between the community and the school planners. 

3. Recognize the existence of other specialized agencies, public and 
private, which also work with the community and consider their function 
in the community school's program. 

These objectives might be accomplished by bringing together four 
major urban agencies (8) the Board of Education, the Urban Renewal 
Agency, the social agencies which expend public funds in the gray areas, 
and the health and welfare council. These groups are not coequal. Only 
three are in a position to commit funds and staffs on a long-range basis to 
the effective planning and operation of community-based programs. The 
health and welfare council is strategic, however, because it has the 
capacity for recommending to its member agencies participation and com- 
mitment to the program. 

The basic commitment of each agency would be as follows: 
The board of education would select key school staff members (prin- 
cipal, community coordinator, guidance coordinator) two years before 
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the new community school is opened; agree to plan the physical structure 
of the school to follow as closely as possible the recommendations of the 
planning group; keep the school staff free to participate actively and, dur- 
ing the planning period, on a full-time basis with the other agencies and 
citizens' groups who will have a share in the community served by this 
school; make available from its files the data needed by the other agencies 
to set up coordinated programs. 

The housing and redevelopment authority would make available its 
community survey data to other agencies; adjust timetables and program 
objectives to harmonize more closely with the plans of the other agencies; 
make its professional staff available to the planning group to consider 
physical plant requirements of the community school; through planning., 
insure against major dislocation of population which would render null 
the specific plans of the agencies; modify its construction plans to fit neigh- 
borhood needs as these are expressed by local citizens and agencies. 

Public agencies would make staff available for regulation consultation 
and planning; introduce new action programs to meet specific problems; 
adopt more flexible staffing practices to permit tie-in with other programs. 

The health and welfare federation would survey the gray area to dis- 
cover which agencies are already making major commitments of time and 
staff; develop interagency programs which give high priority to the areas; 
and insure, if possible, long-term commitments from agencies to stay in- 
volved in the area. 

What might result from such an effort? 

1. A school would be built whose facilities would be available for use 
by social agencies, health agencies, and interested citizen groups on a 
seven-days-a-week, twelve-months-a-year basis. 

2. The staffs of every agency involved would find new and significant 
roles to play in a number of new settings. 

3. Much closer cooperation would result between schools and agencies. 

4. Public agency support would be strongly felt by social workers from 
the voluntary agencies. 

5. Fuller sharing of data would be facilitated. 

6. There would be a neighborhood base of operations for many cen- 
tralized agencies. 

7. Closer contacts among citizens and agencies would ensue. 

8. Preventive programs could more easily be launched. 

9. Each institution could establish a closer tie with its neighborhood. 

10. A climate of mutual interest among agencies would aid the trial of 
new programs. 
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11. Through closer contact with many institutions and agencies, pro- 
fessionals would broaden their understanding and develop more general- 
ized skills than heretofore. Thus, a new breed of generalists might arise 
among social workers. This could correct the atomizing effects of the 
overspecialization now evident. 

12. Opportunities would open for observation of and communication 
with children and adults in a wide variety of situations. 

13. All workers would come to have a neighborhood "bias" rather than 
an agency bias. 

At the center of this process will have been the key staff of the future 
school. They will have been liberally educated with regard to the com- 
munity and their colleagues in other agencies. Working with committees 
of citizens and professionals, they would have considered all aspects of 
the school's program and be in a position to make specific recommenda- 
tions to the architect. 1 

This group would open the new school and administer it for at least 
the first few years of its operation. It is difficult to believe that, having 
been involved in such a community-planning process, these administrators 
could not then develop an effective community-centered program. Cer- 
tainly their understanding of the community would be deepened and a 
strong sense of identification could develop without the loss of precious 
years. 

While we have described a process which basically involves the advance 
selection of administrators for new schools, we recognize the problem of 
making existent schools community oriented. Here again, the advance 
selection of a new principal might be useful, or the temporary release of 
the assigned principal. In either case, six months of community involve- 
ment, free of school responsibility but tied to the design of a community 
school program, might be useful. 

The Intelligence Function of the Community School 

Observation of community schools presently functioning in several 
urban slum or gray areas reveals two inadequacies which narrow the ef- 
fectiveness of otherwise good programs. First, there is a failure to sys- 

1 Under a pilot program, Community Planning for Community Schools, being 
carried out in Detroit, subcommittees of lay people and professionals worked out 
recommendations for a new high school in the following categories: employment; 
home and family; environmental factors in physical health and safety; mental health; 
recreation, group work, social functions and physical education; individual values; 
school-and-community relations; civic and political activity; auxiliary services; and 
educational trends. For further information, contact Dr. Arthur Parkllan, Board of 
Education, 1354 Broadway, Detroit, Michigan. 
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tematicaUy collect a variety of information about the school child and 
feed this information back to the classroom teacher and to other pro- 
fessional personnel. Second, there is no feedback procedure for enriching 
the daily curriculum of the school from the community activities carried 
on after the regular school day. 

We have already emphasized the need for school liaison with other 
agencies. The specialization of these agencies is such that each may pos- 
sess valuable insights into the family and the child as these relate to the 
agencies' interests. But specialization has also led to the scatteration of 
this information. Access to this information might provide the teacher 
with knowledge which could be translated into more effective classroom 
work. Without fuller knowledge, we can only pay lip service to our de- 
termination to educate the "whole child." 

The teacher's major sources of information are her own observations 
and the school's guidance and administration staff. This provides too 
narrow a base for fully understanding the child and his home situation. 
The urban community school should experiment with a variety of pro- 
cedures for the collection and evaluation of data which are relevant to the 
educator's purpose. It may be necessary, for example, to schedule the 
guidance department of the school for regular case conferences with non- 
school agency personnel and to assign responsibility for transmitting suit- 
able information to the classroom teacher. 

In several cities, slum schools are providing varied and useful after- 
school activities for children and adults. For example, in the Couzens 
School in Detroit, about seventy such activities are scheduled each week. 
Many of these programs are led by the parents themselves. Many of the 
activities are related to aspects of the regular school program current 
events, homemaking, science, art, etc. Because the urban community 
school will continue to expand the range of after school activities, this 
program itself should serve as the basis for the expansion of the school's 
information about individual children. 

The teachers and lay people who direct these programs are in an espe- 
cially strategic position to observe children in relatively relaxed and in- 
formal settings. Their observation of the strengths, weaknesses, special 
talents, and interests of the children could usefully guide the classroom 
teacher in offering individually designed opportunities for expression of 
skills and interest within the regular curriculum, if the teacher knew about 
them. At the present time, this feedback also is largely unstructured and 
incidental. A community school must eliminate the communications bar- 
rier between its school program and its community-centered activities. 
The performance of this intelligence function should be considered a vital 
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part of the community school's program warranting special staffing and 
scheduling. 

A similar weakness exists with regard to curriculum development. We 
have noted that the community school needs to make its curriculum as 
meaningful as possible in relation to the neighborhood it serves. Where 
the principal is knowledgeable and sensitive to community needs, the after 
school program will reflect this. This after-school program will repre- 
sent a part of the collective action of the school to meet community needs. 

The substance of these programs should also serve to enrich the school's 
regular curriculum. A two-way reinforcement of learning would thus be 
possible. The classroom could contribute to the child's skill, understand- 
ing, and interest in various after school activities. These activities, in turn, 
can expand and enrich the curriculum and children's skills. To carry out 
a community centered program without regard for the school curriculum 
is to create activities for activities' sake rather than for the improvement 
of learning. The after school program should not only offer useful educa- 
tional and recreational programs, but should be intimately connected to 
the regular curriculum. 

A variety of ways might be explored to do this. One could involve the 
assignment of a good teacher with an interest in curriculum innovation 
who would spend a large part of her time observing the after-school pro- 
grams and develop curriculum units based upon these programs. Such a 
person would be responsible for meeting with regular teachers to present 
this material and to explain the reasons for their use. She would help to 
more fully orient the classroom teacher to the nature and scope of the 
after school program. 

Another method might involve the double platooning of teachers so 
that some report late enough in the day to carry on after-school programs. 
The teachers would alternate, thus providing the experience of actual re- 
sponsibility. Such direct contact migjit enable teachers to add aspects of 
the community program to their regular classroom work. 

Summary 

The development of urban community schools in deprived neighbor- 
hoods will involve: 

1. A multi-agency planning process. 

2. The development of understanding and identification with the com- 
munity through the advance placement of principals and key staff. 

3. Programs of collective school action that project the school's aware- 
ness of and concern for the needs of the community. 
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4. A structured plan for gathering intelligence about children and fami- 
lies. 

5. A feedback mechanism for curriculum enrichment and development. 
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The work conference united for two weeks two groups with a pro- 
fessional interest in the complex problems of education in centers, es- 
pecially in their depressed areas. 1 One group, the conferees, consisted 
of "school people" with immediate and direct responsibility for operating 
programs effectively from day to day and for providing leadership for 
long-range educational planning. The second group, the speakers, in- 
cluded behavioral and social scientists disposed to separate from the ag- 
gregate of school problems those aspects they could study systematically. 
These specialists were asked to report research dealing with a particular 
phase of education in depressed urban areas, to present theoretical as- 
sumptions, and to confront the practitioners with the implications for 
educational planning. The hope was that such a bringing together of 
theorists and practitioners for two weeks of intensive interaction would 
generate, first, understanding of each other's concerns and ways of work- 
ing and, second, better formulation of problems and programs. 

Academic achievement and personal attitudes towards self and com- 
munity these focused much of the discussion. The most central ques- 
tions were of this order: What are the significant differences between 
those students who do and those who do not achieve academically, have 
high educational and vocational aspirations, and conform to broad societal 
norms? What causes these differences? What will overcome the academic 
and other deficiencies which plague children and youth from depressed 
areas? What is the school's particular role of prevention and rehabilita- 
tion? There is the temptation to explain these differences solely in socio- 
economic terms middle-class children achieve, in general, at a higher 
level than lower-class children; teachers tend to be middle-class oriented, 
as is the curriculum of the school. However, the conference discussions 

1 1 am indebted to Mr. David Elliott for his assistance in the preparation of this 
chapter. Mr. Eliott's notes and summaries were especially helpful. 
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rejected as too narrow and sterile an analysis which deals only with socio- 
economic status, only with ethnic or racial minority status, or only with 
in-migration and urbanization as separate and dominant stands. Some 
general ideas emerged from the discussions, which seem basic to many 
other proposals or hypotheses. 

Coordinated, Multi-Level Approaches Are Needed 

Many images might clarify the various distinct, interrelated levels oi 
involvement and social organization which offer explanations, plans, and 
programs for overcoming gaps in individual achievement and motivation. 
One possibility is to view the young learner as the bullseye of a series of 
concentric forces which influence his attainment. With the child at the 
hub, the concentric spheres might be these : 

The child, with his genetic potential; his experiential background; his 
stage of intellectual, emotional, and personality development; his attitudes 
and values; his self-image and view of himself in relationship to others. 

The family of the child, as well as his other immediate primary (peer) 
groups; ethnic and racial group characteristics; newcomer or old-resident; 
socio-economic and educational level; family stability, including the ab- 
sence or presence of positive male models or matriarchy; extent of accul- 
turation to urban setting. 

The neighborhood in which the child and his family live; its religious, 
social, political, and economic characteristics; the nature of the housing 
available; the relationships with other neighborhoods, in the city; the 
sense of social health. 

The school and the classroom which the child attends; student popu- 
lation, staff, program; the resources available in implementing the pro- 
gram; teacher characteristics and expectations; curriculum goals; the 
school climate. 

Other agencies and institutions active in the neighborhood and the 
larger urban setting, such as community centers; welfare agencies, health 
and medical facilities, public and private; personnel, programs, organiza- 
tional characteristics; working relationships among institutions and 
agencies; power and decision-making forces. 

City and larger metropolitan area social, economic, and political 
characteristics; relationships among various units and divisions within 
the area; relationships with surrounding areas; effectiveness in solving 
problems. 

Larger regional, national, and international setting social, political, 
economic characteristics; relation of its philosophy to local education 
goals and budgets. 
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Each of these major spheres is constructed of intricate details. For 
example, economic conditions depend on such factors as the labor market, 
discrimination in employment, availability of trained personnel, automa- 
tion, industrial output, over-all business developments, international con- 
ditions. The various levels are, of course, interrelated, somewhat mutually 
limiting and equally significant for planners, because the plans cannot 
be fully implemented by operations at any single level. For instance, 
classroom modifications by a single teacher may be futile unless sup- 
ported by the climate of the school, the neighborhood, and the family. 

Since planning and involvement take place at different levels, coor- 
dinated efforts are required of many groups, agencies, and institutions. 
There are limits to the possible impact of a program at any level if that 
program ignores the multidimensions of the problems of urban life. Sev- 
eral papers emphasized the need for integrated planning aimed at altering 
the conditions in the school, the home, the community, and the urban 
area as a whole, involving health, educational, social, economic, political, 
and religious agencies and institutions in the process. This idea of "multi- 
phase approach" does not mean that smaller, more restricted efforts are 
doomed to failure but, rather, that such plans must be weighed realistic- 
ally in terms of their potential. 

The Health and Welfare Council of the Baltimore Area sees the im- 
plications for action to capitalize on the total resources of the community 
as follows: 

... it will require a comprehensive and coordinated approach rather than a 
piecemeal attack; 

... it must envision experimentation, integration, self -analysis, and inno- 
vation as well as coordination and intensification of existing services; 

. . . while leadership must come from those agencies which offer direct 
services to people, successful prosecution will require wide community sup- 
port and commitment; 

... if real impact upon serious community problems is to be made, the 
effort must be carried beyond the area and time of a single demonstration (2) . 

Differentiation Between Preventative and Remedial Programs 

Throughout the conference, it was emphasized that in the search for 
factors that influence achievement, distinctions need to be made between 
practices which are primarily preventative and developmental and those 
which are essentially compensatory and remedial For example, at the 
junior high school level, academic retardation may be so severe that pro- 
grams must be mainly remedial in nature, to compensate for past school 
failures. With the younger child in nursery, in kindergarten, or even 
first grade, measures are more likely to be preventative in nature, designed 
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to prepare the pupil for school achievement and the avoidance of remedial 
procedures. The philosophy behind a program prevention or remedy 
affects the points of emphasis, the methods to be used, the organiza- 
tional arrangements and the levels of involvement. 

The preventative aspects imply modifications and adaptations of pro- 
grams and services to help the child hurdle his educational handicaps, 
cultural limitations, inarticulateness, short attention span, underde- 
veloped abstract-thinking abilities, lack of motivation for academic suc- 
cess, and similar deprivations that hobble a child's scholastic develop- 
ment. Unless steps are taken to compensate for these shortcomings, 
retardation and failure inevitably will raise a demand for remedial pro- 
jects. Because success in reading and other language arts constitutes the 
key to academic progress, most programs stress methods, materials, 
special personnel, and other audio-visual and guidance services to im- 
prove as the verbal and other basic skills. 

Remedial services have many different aspects. Most familiar is 
remedial reading instruction for pupils who lack facility in this field. Read- 
ing clinics may be established for the diagnosis and treatment of severe 
reading disabilities. Special service personnel of many different kinds 
may work either with children or with classroom teachers. For example, 
the New York City system assigns to schools in depressed urban areas 
teacher-specialists in remedial reading, science, mathematics, and core 
curriculum; guidance specialists, teacher trainers, Puerto Rican coor- 
dinators, behavior attendance counselors, and substitute auxiliary teach- 
ers (Spanish-speaking teachers who aid the regular classroom teachers 
with English instruction). Dade County, Florida, employs a team of a 
certificated American teacher and two bi-lingual Cuban-refugee teacher 
aides to work with approximately sixty Cuban-born youngsters whose 
English is too limited for the regular classroom. Similarly, New Haven 
has appointed "helping teachers" who are relieved of some of their regu- 
lar teaching assignments to provide leadership for a teaching team to 
work with a specific group of students. The helping teacher works with 
other teachers in the development of materials and methods of instruc- 
tion. These programs illustrate how supplementary personnel can aid 
in upgrading reading achievement by improved instruction and remedial 
assistance. 

The Quincy, Illinois, program of enrichment in the primary grades is 
essentially preventative in intent. It seeks to determine whether more 
time with a single teacher, an extended kindergarten day, and work with 
parents will make a difference, especially in reading and in attitudes 
toward school. Will such a program reduce the number and severity of 
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behavioral problems, preferably before they become delinquency? Many 
children see themselves as failures, thanks to early defeat in school. The 
lethargy, negative self-image, and loneliness patterns lead to further fail- 
ure and eventually hostility, escapism, and aggression as the child grows 
older. At the kindergarten-primary level, the problems are perceived 
as lack of those success experiences which contribute to positive self- 
concepts. Early thwarting of deficiencies, it is hypothesized, may avoid 
the need for remedial services later. 

Building Early Readiness for School Work 

Several papers focused on the need for programs to develop certain in- 
tellectual, language, and learning traits in children to help them anticipate 
and handle school tasks. Professor Deutsch emphasized the factors in 
the pre-school milieu which sentence the lower-class, deprived child of 
impoverished family to almost certain initial failure. Thus, the negative 
concept of school is reinforced. Professor Goldberg suggested that the 
school may be the most accessible place to breach this circular negative- 
reinforcement process and to compensate for the ineptness toward learn- 
ing. 

Action guides emerged as follows: Early intervention programs, such 
as nursery and pre-kindergarten classes, day-care centers, and similar 
pre-school arrangements should aim to promote readiness for formal 
school instruction. School-centered compensatory activities, from nurs- 
ery through primary grades, would provide experiences generally absent 
from the home and neighborhood of disadvantaged children. These 
would attempt to offset the experiential poverty that affects what Deutsch 
calls the "formal, contentual, and attitudinal systems" of the child. Edu- 
cators would adapt school programs, materials, teaching methods, and 
organization to differences in children's learning styles and cultural ex- 
pectations, rather than treating all differences as handicaps and de- 
ficiencies. Various curriculum modifications aim at broadening the child's 
experential base and increasing his ability to express himself verbally. 
Parents should be involved in an educational program beamed at a higher 
level of home management and child care, at increasing the parent's de- 
sire and skills for enriching the background of the child with a minimum 
of disruption of ongoing family life. Direct help will be channeled through 
pre-school curricula, possibly through increased use of educational tele- 
vision and other media for communicating with busy parents. 

To sum up, promising ways of overcoming immaturity are embodied 
in enriched pre-school and kindergarten activities designed to develop 
auditory and visual discrimination, verbal expressive ability, sustained 
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attention, observation skills, ability to follow directions, and a generally 
receptive learning style. Beyond this stage, the follow-up in primary years 
must feature study and experimentation with revised methods for teaching 
reading; increased use of different materials; emphasis on verbal and 
symbolic experiences; small group and individualized instruction; adapta- 
tion of methods to different learning styles. Such programs may require 
postponement of formal instruction in favor of developing learning-how- 
to-learn skills and motivation for successful achievement in reading and 
arithmetic. The need for pre-school education of both children and 
parents is quite clear; the structure of such programs is not quite so clear. 
Preventative programs rich in materials, day-care centers or publicly 
supported nursery schools, early school attendance, parent education 
programs, and similar efforts would demand either multi-agency coor- 
dination or a drastic expansion of present school functions. To be resolved 
would be the problems of funds and facilities, plus recruiting and training 
personnel whose roles would contrast with those of present teachers. 

Speeding Acculturation to Urban Life 

Professor Ravitz pointed out the cultural differences between recent 
in-migrants and established city residents and the consequent cultural con- 
flicts. Just as the reasons for the various waves of immigration in the 
past varied, so the impetus for migration from rural areas to cities varies. 
Speaking of Southern Appalachian migrants, Porter pointed out that 
while they are white, native, Protestant Americans of several generations' 
standing, they are still different "in speech, in dress, in culture, in habits 
and mores, in education, in social status, in work experience, and in 
health" (4). The impact of the required adjustments may subject such a 
family to "cultural shock" as grim as any foreigner's. 

Rural-urban migration breeds one set of problems; race and nationality 
create others. Ausubel maintained that ego development among segre- 
gated Negroes suffers from "differences in interpersonal relations, in op- 
portunities for and methods of acquiring status, in prescribed age, sex, 
class, and occupational roles, in approved kinds of personality traits, and 
in the amount and type of achievement motivation that are socially sanc- 
tioned for individuals of a given age, sex, class and occupation." The 
psychological, emotional, attitudinal, aspirational unity of the child who 
grows up in the depressed area what has been called the "slum com- 
plex" enters the classroom. But, there are other behavioral aspects of 
children from depressed areas: the realities of life have matured him 
faster in certain respects; he may be more vigorous and spontaneous in 
expressing his emotions; his language may be more colorful, if less gram- 
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matical; and he may have learned the strengths which come from group 
support and cohesiveness. 

How can the school contribute most effectively to the urbanization of 
the new arrival? How can it acculturate the lower-class child teach him 
middle-class skills so that he can cope with the problems of living and 
earning a living in the middle-class-dotninated city? Two answers come 
from Wilmington and New York. The Wilmington Public Schools project 
has highlighted human relations, in terms of diagnostic techniques and 
instruments to help children understand and develop skills as group mem- 
bers. The focus of classroom activities has been on helping children de- 
velop concepts about family, neighborhood, groups and community as a 
basis for improved behavior in social situations. The 5-year Puerto Rican 
Study in New York City created for teachers published guides and re- 
source units which melded learnings about living in the city with the tra- 
ditional basic skills required for success in school. 

Changing the School and Neighborhood Climates 

Professors Havighurst and Wilson both examined the effects of social 
class composition of the school neighborhood on the behavior of both the 
students and teachers. Both agreed that predominantly lower-class neigh- 
borhoods produce schools in which children achieve less well and have 
lower aspirations, both educationally and vocationally. Havighurst argued 
that students of the sociology and psychology of education concur that 
"the fact of attending a lower-class school does have something to do with 
the lower academic achievement of the pupils from that school." Wil- 
son presented evidence of lower-class areas and described some of the 
impact of school climate as it affected the attitudes of students and their 
aspirations. Havighurst, concluding that neighborhoods with too low a 
"status ratio" (that is, too small a proportion of middle-class to lower- 
class children) tend to produce inferior results, suggested that planners 
do more to develop all-class communities and mixed-class schools. Some 
individuals accepted this documented evidence, but expressed caution 
about the propriety and the possible consequences of the school's attempt- 
ing to alter these conditions. 

The school may choose from several courses of action: making drastic 
internal improvements to enable itself to function as a lever for upgrading 
the standards of the area as a whole; or serving as the catalyst for "social 
urban renewal." Perhaps an excellent illustration of the former approach 
is the Banneker Group schools of St. Louis, under the leadership of Dr. 
Samuel Shepard, Jr., assistant superintendent. Dr. Shepard administers 
the twenty-three elementary schools in one of the city's most depressed 
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areas with a population 95 per cent Negro. Except for four "borrowed" 
teachers who help prepare materials and charts and who participate in 
the guidance aspect, the Banneker program operates without extra per- 
sonnel or financial resources. In a sense, Banneker is not a program but 
rather a continuing challenge to the entire community children, parents, 
teachers, administrators, and others to strive to do better because they 
are capable of doing better now. 

By literally saturating the district with parent meetings, communica- 
tions of all kinds, and radio programs, Dr. Shepard has influenced sig- 
nificantly the community's attitudes toward the importance of education 
and toward understanding the need for higher school achievement. In 
each school, assemblies, contests, field trips, and radio programs (in- 
cluding a mythical character named "Mr. Achiever") urge children to 
attend regularly and to work for higher accomplishments. Beginning with 
the signing of a "Parent's Pledge of Cooperation," parents are advised 
how to help their children schedule homework time, how to provide proper 
facilities and atmosphere for home study, how to "get tough" about 
finishing homework. "Hints for Helpful Parents" itemizes suggestions 
for parents. Children in the area are surrounded by the motto: "Success 
in School Is My Most Important Business," with achievement charts for 
extra reminders. Non-school agencies allot homework time in their pro- 
grams. Teachers are instructed to "stop teaching by the IQ score," to 
abandon their attitudes of condescension toward the children, to keep 
standards high and to help the children attain high standards. Even the 
area merchants are enlisted; they discourage loitering and truancy dur- 
ing school hours and display educational materials. 

Anything that will inculcate a respect for learning, enhance pride in 
academic achievement, boost morale of students and staff, and alert chil- 
dren and parents to new opportunities for Negroes is viewed as worth 
trying. Under the charismatic, dedicated leadership of Dr. Shepard, the 
schools have become the antidote for some of the defeatism of slum liv- 
ing. No administrative means are used to integrate the schools racially 
or alter the status ratio of middle-class to lower-class students. Instead, 
the program operates on the premise that educationally qualified indi- 
viduals will find work and therefore, a socio-economic upgrading as well. 

New Haven's Opening Opportunities Program involves five large- 
scale renewal projects which will include replacement of the city's four- 
teen oldest school buildings. The rebuilding involves relocation, home- 
making, education, and housing programs aimed at promoting social 
goals. Community schools, operating 12 to 15 hours a day on a year- 
round basis, serving all races, creeds, and classes, will be the instruments 
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for an integrated and total approach to neighborhood needs. The school's 
basic roles will multiply, becoming those of an educational institution for 
children and adults; a neighborhood center for leisure and recreational 
activities; headquarters for community services such as health clinics, 
family and employment counseling, legal aid and other social and wel- 
fare services; and a focus of neighborhood life for confronting and re- 
solving problems. 

New York City's Commission on Integration recommended that one 
cardinal consideration in the selection of a site for a new school building 
be its effect on preserving or promoting ethnic and racial integration. 
Other criteria follow, such as "distance, topological features, transporta- 
tion to existing school plant and pupil population destiny" plus other 
fiscal and real property considerations. Population shifts and neighbor- 
hood changes rapid and unpredictable retard integration in elementary 
schools, particularly in the fringe areas. The "open enrollment" plan 
wherein youngsters from schools with heavy concentration of Negro and 
Puerto Rican children are transported to predominantly white, middle- 
class schools is still being assessed in terms of its effects on both sending 
and receiving schools. Professor Goldberg's paper indicated that, from 
the little evidence available, the gains one expects from unsegregated con- 
tacts is not automatic. 

What is the critical status ratio or "toppling" point in the proportion 
advantaged of to disadvantaged children in-migrant, racially different, 
lower-class above which school and/or neighborhood climate changes? 
What are the crucial factors operating? Are efforts at changing the social 
composition of a school and neighborhood more promising than efforts 
aimed at changing only the educational program? While the regional high 
schools Professor Havighurst recommends are probably easier to set up 
than integrated elementary schools, is the secondary school too late to 
overcome the effects from a lower-class, segregated school in a depressed 
area? In his paper, Dr. Fischer argued against a school system organized 
primarily on racial criteria; he would provide for maximum free choice 
for all children, limited only by unnecessary overcrowding. Dr. Fischer 
was disturbed by "the growing pressure to locate schools, draw district 
lines, and organize curricula in order to achieve a pre-determined racial 
pattern of enrollment." The consequences of alternative approaches on 
children, families, staff and community require further study. 

Curriculum Modifications Are Essential 

The academic performance of children from depressed areas, so 
marked by scholastic retardation, demands curriculum reappraisal in 
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depth. To begin, a thorough analysis of educational goals can determine 
their appropriateness for disadvantaged children and youth. Does "equal 
educational opportunity" change its meaning when linked to the concept 
of compensatory services and experiences? To what extent would these 
children's needs for acculturation to urban life affect the curriculum ob- 
jectives? What unique aspects of urban life lend themselves to the cur- 
riculum as resources? Are goals dealing with personal and family life; 
with basic citizenship and social skills; with understandings of the cul- 
tural, political, social, and health frameworks more urgent for the dis- 
advantaged child than for the middle-class child? 

Americans generally resist the notions of different education for differ- 
ent classes, of education as the gateway to socio-economic mobility, of 
class barriers to educational opportunity. And yet, the idea of equal 
educational opportunity, the desire that all children "with their human 
similarities and their equally human differences, shall have educational 
services and opportunities suited to their personal needs and sufficient 
for the successful operation of a free democratic society"(l), remains a 
commitment for the public schools. Such an ideal of individualized in- 
struction implies recognition and acceptance of variations in both ability 
and needs among the public school population. 

If, despite the normal spread of educational ability, large numbers of 
children are not achieving, are not learning the basic skills required for 
academic success, are failing to develop their talents to the fullest, then 
educators must not lower the goals or write off blocks of children as non- 
achievers. McClelland, discussing the approaches used to identify gifted 
students, suggests that far too much emphasis has been put on talent po- 
tential as a fixed attribute. Instead, "talent potential may be fairly wide- 
spread, a characteristic which can be transformed into actually talented 
performances of various sorts by the right kinds of education" (3). De- 
veloping an understanding of "the right kinds of education" is basic to 
helping youngsters from depressed areas realize the objective of equal 
opportunity. The aspects of the educational program that are being modi- 
fied, studied, or tested are many, affecting all levels and all elements of 
curriculum. 

Pre-school and early childhood programs. Assuming that kindergartners' 
learning suffers from early impoverishment in verbal and cognitive ex- 
periences, pre-school programs for 3- and 4-year olds are being tested. 
Richer than the usual nursery school activity, the curriculum aims to de- 
velop cognitive and sensory motor skills, auditory and visual perception 
and discrimination, motor coordination, observation skills, and ability to 
understand and follow directions. The coordination of verbal experiences 
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and enrichment activities seeks to raise the motivation for school achieve- 
ment and to enhance the learning-how-to-learn skills. In some instances, 
an accompanying program for mothers promotes home management and 
child care, as well as understanding of the educational enterprise. 

Content modifications. Because the school program has such high verbal 
content indeed, the child's success depends on his mastery of funda- 
mental communication and linguistic skills the development of reading 
competence and related language skills is of prime concern. A variety of 
techniques for teaching pupils to read are employed, including experimen- 
tation with methods, materials, groupings, and special personnel. Reading 
improvement teachers are used in some school systems to apply early 
diagnosis and corrective services. For those youngsters for whom Eng- 
lish is a second language, special materials and techniques are being de- 
veloped. 

New emphasis in the elementary school is also found in such projects 
as Wilmington's project for schools in changing neighborhoods which 
stresses deepening insights and skills in human relations as a supplement 
to academic skills. Specific methods appropriate to the program's ob- 
jectives include role playing, open-ended stories, use of film and other 
aids for human understanding, utilizing community resources for curricu- 
lum trips. 

Special modifications have been made for potential school leavers. 
Among these, work-study programs, in which youth are placed and super- 
vised in part-time jobs, are widely used. The employment experiences 
are then dovetailed with work-oriented English, social studies, mathe- 
matics, and guidance experiences. The work-study approach is seen by 
some school systems as "an alternative pathway to adulthood" beginning 
with youth ages 13 and 14. 

The perimeters of a program which would capitalize on the educa- 
tional resources of the city, without curtailing opportunities or drive 
for achievement are still unclear. There are healthy elements, for ex- 
ample, in social studies programs which focus on urban life, which use 
the cultural resources of the city, and which contribute to enhancing self- 
image through understanding the contributions of various ethnic and 
racial groups to American life and culture. New York City offers family 
living education, as so many youngsters lack security of a sound family 
life and its precedents in facing their adult responsibilities. Other ap- 
proaches to using the city as an educational resource include discovery of 
the community's social service needs and volunteer service to others. 

Probably in no area of curriculum is a question so often begged as are 
these: What knowledge, skills, and attitudes should be acquired by young- 
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sters in depressed areas? How do these differ from the general objectives 
of public school programs? How can sequence, continuity, and articu- 
lation be structured for a highly mobile population? Programs in the 
category of so-called "basic" or "general" mathematics or "consumer" 
English are being increasingly questioned. However, for certain students, 
what alternatives are better? Not all students can or should be studying 
nuclear physics or fourth-year Latin, but the fact that he lives in a de- 
pressed area should not cause him to be guided automatically into vo- 
cational preparation for semi-skilled or unskilled work. As one partici- 
pant put it, in developing curriculum for depressed area children, we tend 
to underestimate their intellectual potential and to overestimate their ex- 
periential background. Programs which open up intellectual opportuni- 
ties, which are meaningful, and which are seen as contributing to both 
immediate and long range development must be developed for children 
in depressed areas. 

Curriculum enrichment. Perhaps the most widely known enrichment pro- 
gram is the Higher Horizons Program of New York City, now being 
adapted in numerous other communities. The program encourages those 
identified as the most able students in schools in low socio-economic, 
culturally deprived neighborhoods, to develop their potential more fully 
and to climb to higher educational and vocational levels. Among its sev- 
eral aspects are remedial and enrichment services in reading, mathe- 
matics, and a foreign language; clinical services (psychological, psychi- 
atric, and social work); a cultural enrichment program (concerts, plays, 
films, athletic events, field trips to colleges, hospitals, industrial plants); 
parent education meetings and interviews; a public information program 
for the community at large. Evaluation of Higher Horizons and its varia- 
tions suggests positive results in such areas as reading achievement, school 
grades, pupil morale, improved staff morale and enhanced motivation. 
However, the studies raise prickly questions as well as providing answers. 
The need for isolating those aspects and factors which influence the pro- 
gram aside from the charismatic qualities of the principal has been 
noted. Whether improved instruction outweighs enhanced motivation 
or whether both are indispensable is unknown. Whether the enriched ex- 
periences are effective with a particular kind of child only is not known. 
Which facet of the program contributes which net gain is still not clear. 
As one conferee commented, to raise these questions is not to deprecate 
the Higher Horizons Program but rather to determine whether "a well- 
planned program of social and cultural experiences plus an improved edu- 
cational program can significantly upgrade the educational achievement 
and aspirations of a substantial number of youngsters from deprived areas 
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or just a small core." To date, the emphasis has tended to be on those 
youngsters who are identified as the most promising and able. 

Improved instructional materials. A great deal has been said about the 
need for creating instructional materials for both pupils and teachers which 
strike a spark in the learner from a narrow, cultural background. The 
major objections to much of the existing material for reading instruction, 
for example, are its so-called middle-class bias and its over-all bland- 
ness. Instructional materials need to be interesting, exciting, and tempt- 
ing for children from depressed areas. What kinds of materials, as one 
participant put it, will get these children mentally out of the squalor and 
poverty, the imprisonment of their home environment and brighten their 
self-images? Out of their urban setting, some teachers have produced 
materials which reflect easily-recognized experiences of the children in 
their charge. Now available is a set of materials which weaves every-day 
living into reading-improvement worksheets: how to make sound pur- 
chases, how to find one's way around the neighborhood, how to locate 
and use community services and resources, and how to apply for a job 
are some of the topic treated. Functional content which deals with per- 
sonal care, vocational orientation, and similar concerns seems promising. 
The possibilities of programmed instructional material such as its apt- 
ness for individualized instruction, its manipulative qualities, its self- 
pacing are being explored both for direct teaching-learning as well as 
for remedial purposes. The uses of various kinds of audio-visual and 
manipulative materials are being expanded. 

School organization and classroom modifications. Techniques of develop- 
ing divergent thinking abilities of inarticulate youngsters indicate an- 
other trend in instructional emphasis. The emphasis is on encouragement 
of children to think outside the conventional verbal channels and to use 
intuitive thinking, curiosity, exploration, and guessing rather than mem- 
orized rote verbal responses. 

Some schools are experimenting with team teaching arrangements of 
various kinds as well as block time arrangements. Ungraded primary 
units are being tested as to their effects on disadvantaged children. Pitts- 
burgh's Team Teaching Project is designed to cope with the problems 
of "excessive mobility of population served, a high rate of teacher turn- 
over, and the depressing cultural and socio-economic conditions in some 
of the areas from which their pupils come." By using different-sized 
teaching teams to work with classes and groups of various sizes, by draw- 
ing on personnel resources from the community, educational experiences 
are being extended and brought to life. Some instruction takes place in 
groups of 70 to 120 pupils; elsewhere, small groups of five to fifteen con- 
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centrate on subjects in which they require special help or have unusual 
ability. Varying in purpose and emphasis, four kinds of teaching teams 
have been organized for the primary, intermediate, special subject and jun- 
ior high school areas. A mental health team enrolls a psychiatrist, two psy- 
chiatric social workers, two school social workers (home and school visi- 
tors), a clinical psychologist and a research consultant. This team has 
been organized for the early identification and referral for therapy of 
children with emotional and social handicaps which inhibit their learning. 
Finally, social agencies, educational and religious institutions, civic and 
welfare organizations, and governmental units help provide personnel, 
facilities and funds which complement and undergird the educational 
effort. 

The ungraded primary unit and its offshoots gear their pace to individual 
ability, in an effort to insure continuous progress for a child or at least 
to reduce the trend of failure for the youngster who moves haltingly. The 
unit generally treats the first through third grades as a block with grade 
lines eliminated so that the youngster may spend as few as two or as many 
as four years in the primary grades, progressing as he is able to, without 
being retarded. 

Diagnostic and remedial programs. Like the Pittsburgh Mental Health 
Team, programs are being initiated in other cities to diagnose learning 
difficulties as early as possible in order to help prevent handicaps or dis- 
abilities. New York City's Early Identification and Prevention Program, 
for instance, typifies efforts to identify, as early as possible, children with 
problems of emotional or social adjustment. Here again, a functioning 
team aims to clarify the scope and nature of the child's problems and to 
foster the kind of mental health, educational climate, counseling and 
treatment services that will reduce potential incidents. Prime attention is 
for children with reading problems; diagnostic procedures refer such 
youngsters to various clinics and agencies. Lack of adequate facilities in 
school and community, which aggravate the urgent need for more rem- 
edial services in all curriculum areas, is a need recognized by educators 
in most cities. Most pressing, perhaps, are the reading and special pro- 
grams, such as additional classes for disturbed youngsters who can only 
remain in school if special assistance and instructional arrangements are 
made. 

Reading clinics are available in many cities for youngsters who are 
too retarded to be helped either by the classroom teacher or by supple- 
mentary reading personnel. Staffs usually include selected teachers func- 
tioning as reading counselors, plus a clinical team consisting of psycholo- 
gist, social worker, and psychiatrist. In New York City, to be referred to 
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such clinics, children must be of normal intelligence although severely 
retarded in reading. 

Additional staff. Extra personnel are being assigned to schools to help 
children, classroom teachers, school administrators, and parents; to in- 
crease remedial and diagnosis activities as well as referrals; and to work 
with home and community agencies. Some of the special personnel found 
in the schools of New York City, for instance, include these : 

^Reading improvement teacher relieves the classroom teacher for 
reading instruction, assists new and probationary teachers with reading 
instruction methods and materials, assumes responsibility for classes in 
schools where teachers have had to forego full lunch periods. 

jOther teaching personnel- provides remedial reading help in schools 
with large groups of j^n ^English-speaking pupils, teaches^English as a 
second language to small groups of children in part- or full-time classes. 

j: Jeagh^rs improve the 



learning techniques and general adjustment of non-English-speaking 
pupils. 

Substitut^au^ particu- 

larly of non-English-speaking pupils. 

Junior, &uid&.nc$, tocher instructs children with normal intelligence 
who reveal patterns of ^erious social or em oti on al ^ajdjustrngn t ^ 



psychologist and guidance specialist to determine whether the child can 
be helped or needs to be institutionalized. 
^Teacher, of children, with ..... tetazded .mental . 



works with small units of mentally retarded children in a self-contained 
classroom. 

w Teacher- to>2er works with newly appointed or prctoionaagU^ach- 
gS on a helping-teacher basis. > 

Detroit has added coaching teachers to support the work of the regular 
teachers by their extensive diagnostic, remedial and developmental work 
in the language arts and arithmetic; full-time visiting teachers (school 
social workers) to diagnose and refer pupils and their parents for aid from 
appropriate agencies and specialists; school-community agents to provide 
liaison between the school and its community, parents, other adults and 
agencies. Other cities have increased available personnel for specific 
services for children in depressed areas, services which are usually of 
compensatory or remedial nature. 

Extension of school day. Schools in depressed areas have long served as 
neighborhood recreation and leisure-time centers. Some school systems 
are going beyond the usual after-school recreation programs and are pro- 
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viding places for individual and group study, reading and science centers, 
cultural enrichment centers. The after-school program is viewed as more 
than a day-care or custodial activities and, instead, presents schools with 
enrichment centers for children and youth, as well as adults. The com- 
munity-school concept using the school plant for coordinated com- 
munity services with programming from early morning to late evening, 7 
days a week, 12 months a year is extending into depressed areas more 
and more. 

In New York City, the Mobilization for Youth Homework-Helper 
Project employs high school youth from low-income families as tutors for 
elementary school youngsters with academic problems. The tutor is paid 
on an hourly basis, which yields a small income for after-school work. 
Selected grade-school pupils attend after-school tutoring sessions on a 
one-to-one basis. The high school students are trained for the work and 
are supervised by adult teachers. The high school tutors are not expected 
to provide remedial help but they do contribute the extra reassurance, 
support, and immediate impetus for helping elementary schoolers with 
their studies, especially in the language arts area. The program has the 
dual virtues of recognizing and rewarding concretely high school students 
who are achieving and of helping culturally disadvantaged children with 
their school work. 

After-school programs will continue to feature recreational and in- 
formal pursuits, civic meetings and performances of various kinds, but 
the expansion of these into culturally enriching activities will enable some 
youngsters to escape from the slum society into the centers for support, 
entertainment, instruction, and social intercourse. 

Extension of school year. Several kinds of programs are lengthening the 
school year. One is a schedule change using a 12-month program with all 
of the implied modifications in staffing, programming, and facility use. 
Widespread is the practice of school's operating summer programs and 
camps. The summer school may be an extension of the normal academic 
program to enable youngsters either to make up for past deficiencies or 
to enjoy advanced work or other forms of enrichment. Normally, stu- 
dents at the elementary school level are invited to attend without credit, 
marking, or formal examination but rather to experience educational 
growth. The primary objective of summer-school programs in the de- 
pressed areas is more usually that of enrichment and remediation. The 
atmosphere can be less formal, particularly if advantage is taken of day- 
camp possibilities for school activities. Here, the program can be en- 
riched within and outside of the building, drawing heavily on the camping 
approach. Some school systems are operating summer residence camps 
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for youngsters from depressed areas as a means of getting them away 
from the city and from disadvantaged neighborhoods. A low-cost camp- 
ing program and outdoor recreational experiences are combined with 
academic and educational opportunities in such arrangements. 

Extended guidance and student personnel services. Increased guidance 
and counseling services are found mushrooming in many depressed area 
schools. Team approaches to working directly with youngsters on a 
counseling or therapy basis are involving guidance specialists, social 
workers, psychologists, and classroom teachers. Often, services are being 
extended to the family to help parents better understand the educational 
program and their own children's behavior and achievement. Guidance 
services have been scheduled for the evening hours and summer months 
to make them more readily available to depressed area families. Non- 
school people with competencies in particular vocational or professional 
areas are supplementing the more traditional guidance services. Student 
personnel services are one of the prime areas in which diagnotic and 
counseling services are being extended to reduce clinical needs of young- 
sters from depressed areas. 

Work-study and continuation programs. Keeping youngsters in school 
so that they do not join the drop-out statistics is no longer viewed as an 
adequate goal by most school systems. Instead, secondary schools are 
attempting to develop retention programs which are meaningful, which 
are perceived as contributing to the youth's personal and vocational goals. 
An illustration of the concentrated efforts in New York City to retain high 
school students is found in the Youth Achievement Program. Boys with 
records of truancy, poor behavior, and academic failure are grouped to- 
gether under the full-time guidance of an experienced, sympathetic 
teacher. Besides two regular-program classes, the boys attend a two- 
period class with their special teacher who uses curriculum materials 
designed for the group. In the afternoon, they work at part-time jobs for 
private employers with the special teacher responsible for job placement, 
job visitation, and contact with the home. Their curriculum materials 
emphasize job orientation and preparation for adult responsibilities. 

Work-study programs, by giving equal importance to academic 
achievement and work skills, increasingly are viewecTa^the means for 
secondary schools to hold youngsters with meaningful, gainful experiences. 
Particularly important for alienated youth, this practice is catching on 
also for preventive programs. The Detroit Upgrading Program provides 
a short-term work experience for out-of-school unemployed youngsters, 
combined with in-school instruction. Other projects modify school pro- 
grams to combine continuation of academic work with pre-employment 
instruction. Such programs equip youngsters with information about 
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work tasks and training standards and aims at stimulating the academic 
achievement pre-requisite to job success. Courses include work-sampling, 
trips to plants and stores, and classroom visits by local employers. The 
field trips are designed to launch discussions about training demands, re- 
wards, opportunities, and personal satisfactions. There is close scrutiny 
of the role of trade unions and various legal and quasi-legal organizations 
whose purpose it is to upgrade workers and eliminate discriminatory 
practices. 

Work explorations, on-the-job training, subsidized work experiences 
are all being arranged along with programs to convince youth of the need 
for education. Efforts are being made to offer a climate conducive to 
more school for the drop-outs, at least on a part-time basis. The 16-to- 
2 1-year-old group is particularly critical; thus, the post-high school tech- 
nical training and job retraining are both seen as promising practices. 
Basic education for individuals with technical skills but threadbare edu- 
cational qualifications represent another facet of school retention or 
continuation efforts. 

Parent education programs. The need for interpreting to parents the 
school program and its stress on educational achievement and motivation 
has resulted in the transfer of some parent education programs from school 
to home and neighborhood. School systems have found parents of chil- 
dren in depressed areas indifferent and apathetic, rather than hostile to 
education. Frequently, such parents are uncomfortable in the presence 
of a teacher or a person who represents authority. Many would be glad 
to have their children achieve, but having had little formal schooling 
themselves they know little about the whole process or how they can 
assist. Some school systems are attempting to reach parents by informal, 
apartment-house-based programs rather than the formal, structured, 
parent-association approach. These programs seek to help parents di- 
rectly and practically with their day-to-day problems and to avoid dealing 
with general discussions about child care. 

New methods of instruction. Relatively little research has sought to pin- 
point methods that reach culturally disadvantaged youth. Many kinds of 
reading instruction methods are being tested for their contribution to de- 
velopmental and corrective needs of children in depressed area schools. 
However, little is known about what methods will contribute to a more 
trusting relationship between pupil and teacher, will provide for variety 
and motility, will modify the need for immediate gratification, will con- 
tribute to overcoming the specific learning disabilities of depressed area 
children. The particular teaching procedures that influence classroom 
climate have not been clearly seen as yet. Experience has shown that 
some teachers succeed better than others with pupils in disadvantaged 
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areas. It would be invaluable to know more about the constellation of 
forces which contribute to this differential success : how much is due to 
personality, including the ability to be supportive and accepting, imag- 
inative and creative; is "middle-class oriented" teaching necessarily a 
negative factor or can it effect growth positively; how does the teacher 
reach the hard-to-reach youngster? Study may yield some leads to meth- 
ods, tempo or pacing of instruction, attention span, involvement, and 
emphasis on different sensory modes as they effect pupil attainment and 
drive. 

Coordinated efforts among youth-serving agencies. The duplication of 
effort, overlapping of services, lack of coordination, and failure to share 
information continue to plague various social and welfare agencies in 
many a community particularly in depressed areas. Several projects 
are using the school as the catalyst for coordinating efforts amongst the 
educational, social, municipal, and service agencies. 

In-service teacher and staff training. Almost every educational upgrading 
program involves some kind of in-service training of teachers to equip 
them to meet the challenge of working in depressed areas. These train- 
ing sessions may aim at w^ke^ 

^onpjpicjm^ 



life styles of pupils in depressed areas. Beyond that, in-service programs 
attempt to help the teacher directly with methodology, sub|ect^matter, 
instructional resources, methods, classroom management and the avail- 
ability of"speciaT services in depressed areas. The potential rewards and 
personafand professional satisfactions which come from working with 
disadvantaged children are stressed. 

In conclusion. The multi-dimensions of the problems of education in de- 
pressed areas and the various efforts to give meaning to the ideal of 
equality of opportunity demand unclouded perspective, a prophet's eye 
for planning, and a predilection for the larger context. The above listing 
of various efforts to improve education and life in depressed areas repre- 
sent a sampling only and is neither comprehensive nor qualitatively se- 
lective. They simply illustrate the many ways to attack the complex and 
crucial problem. Agreeing that more and better research and experi- 
mentation are needed, the social and behavioral scientists will certainly 
be increasing the production of studies and their complexity. Education- 
ally, the gaps are awesome in our understanding of the factors whose 
total is cultural deprivation and its consequences. What are the effects 
of various social and psychological factors on the attitudes of different 
groups toward the schools and toward education? The importance of 
looking at the problem in terms of its educational, sociological, psycho- 
logical, economic, political, health, welfare and housing dimensions is 
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increasingly clear. Knowing that the decision makers or the influentials 
must become involved, we do not know how to attract their commitments 
nor how to organize the unaffiliated in the depressed area so as to increase 
the indigenous leadership. 

During the conference several expressions were repeated over and 
over again: 

"We need more data . . ." 

"We need to test..." 

"How will this affect other programs if ..." 

"Where will the teachers come from to . . ." 

"With limited resources, would it be more profitable to . . ." 

"Where will the money come from for . . ." 

Over and over, participants stuck on the question of whether the school 
alone can make the necessary impact without society's opening up really 
equal opportunities in employment, in housing, in civic affairs. The im- 
portance of full and equal employment opportunities cannot be over- 
emphasized and is directly tied to educational attainment. We need to 
know much more about the nature, the consequences, the effects of the 
total societal milieu on educational opportunity. We need to know how 
each of the subfactors interacts with others to create the conditions for 
equal opportunity. We need to capitalize on the positive elements of life 
styles in the depressed areas, of ethnic and racial minority groups, of the 
city as an educational center in order to move ahead purposefully and 
unitedly to overcome the disadvantages of millions of Americans. 

The outlook is both discouraging and hopeful. It is discouraging in 
terms of its size, complexity, bitterness, and the human cost involved. 
The outlook is hopeful in the forces which are being mobilized to dissect 
and resolve this wasteful, destructive problem of displaced citizens in a 
rejecting or ignoring homeland. The ideal is clear, the directions well 
marked; now, the initial steps must be taken so that Americans all can 
move ahead toward the fullest realization of each individual's potential. 
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